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4 admit is correct English? Many- peoplé would bsay that they are just not
' " - as careful with their speech as they shionld be. But the reason most people

are not more “caveful” is that to follow these rules would actually render
their speech. socially unacceptuble. Not unacceptable. betause it is “sloppy"”,
. but unacceptable hecause it would he considered “snobbish.” In essc.m.é,
what this behavior ineans is that we do not really aspire to meml)elslup in -
the kinds of social circles where such rules are really Tollowed. If we were
to base our speech on this kind of rules,"we know we would soun gain a e
' -.nogntlve reputation aniony our friends and acqunmt'mces for “putting on o -
’ airs.” In spite of this emiently pood reason for not using this variety of’
) v .English, most Aincricans still have the vague feeling that speech is basically
- careless and' that we really should follow the rules. A very similar situation
-exists for some nonstandind’ Englnh spenkmg younigsters. They mmay well
have the fecling: that their speech is not as good as it should be, they may
even be able to cite the rules they are vnolntmg But the cost in terms of
. } damaged reputation amonyg their peers is.so high that the mption of
- ) } standavd English forms i€ not likely to take place unless ey begin asso-
. ) ‘ i ciating with youngsters wlio use standard English. The average school- - A
- o «m teacher probably will not find Thimself in the posntlon to join the “upper ' )
: ) : crust” of $ociety, hut if this opportunity were to arise, I have no doubt that
the teacher would fairly quickly and largely upconsciously adopt the speech - '
-uppropriate to that social class, Similarly, a nonstandard English speaking _' - e
|~ ) Lo i individual, if he feels-that he has a viable chance to become a member of :
. a social group which uses stundard Enghsh. and.if he desires to-do so, will . . -
also fairly quickly and lnl):oly unconsciousiy adopt standard Enghsh—nn(l . =~
-~ “probably not béfore. - '
¥ = - \ : o, - In summary then, language or dialect lenrnmg is a unique kmd of lenrn-
) . ingg which (lcpcnds very heavily on a psychological factor of group refer- N -
. - ence. If this is not present, the best efforts of the English teacler is in K
J . ' : grave danger of being completely nullified. If it is present, nonstandard dia-
. : lect’ speakers - can, bo expected to leavny standard Enghsh, wnth or without -
formal teaching. - ’ -

. ’ By contmuully correcting the chiklren in her class, the teacher'is capable -

: : . o of lmvmg' an effect. She can stceeed in giving the children a profound sens?
. o of liiguistic insecurity and doubt about their language and even their - .
. : . ] . personal worth. The teacher can easily have a negative® effect but has a s
. . ' slight chance of actually teaching spoken standard English,

) TKe third arca of language with which an English teacher might be o o
concerned is reading. The goul of teaching every student to read is a
" legitimate one. The best suggestion that linguists have been able to make N
e ¥ - with regard to reading had to do. with the mateh hetween the language of .
. the learner aid the lnngunge of the reading materials. The hypothesis is
P : ] that learning to read is easiér if the langyage in the reading materials .
. i mgtches the language of the leatner.as closely as possible. For speakers
’ - of “nonstandard Enghsh, this means that the/materials used in beginning .
reading be constructed in accordance with the rules of nonstandard gram-
mar. This hypothesis is currently being testedlfor children” who speak :
. . black nonstandard Frglish by the Chicago Board of Education and Mide- | . e o e e e
e —t e o — o 4 pendenily Dy the Lduc.ltlon "Study Eeﬁtgcr in Washms.'ton, D.C. To my
» . ’ knowledge, neither organization has published the results of their, experi- ' _ . \

-~

ments, but the procedure seems reasonable. I will say no more here about
reading, hut further discussion of tenclung reading to nonstandard dialect
speakers is to be found, in Wolfrmu 1970, Stewart 1‘)69 and Wulfrnm. o -
and I'asold 1969. ° -

. ’ With regard t writing, it may be important to take a hard look at Just - r
: : what kinds of writing are likely to be needed by a glven group of non- T
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standard. dialect childien. Perhaps it would be more realistic to focus on

writing persenal .md business letters and on-answering questlons on vari-
ous forms thun on developing the ability to write a literary critique of a
short story, novel or poemn, In some of these styles, personal letters for
‘example, it inay be unuccessary té insist that evu‘? detail of -standard -
Fnglish grammat be observed. If a petsonal letter is to be. written to a
peer, there would seem to be little point in writing it in’'a “foreign” stand-
ard dialect. However m/lmsqus letters, iu filling 4n forms and in_other
official kinds of writinfr, only standard Fnglish grammar is sceepted as
correct and the ability-to use it is a justifiable goal for an English teacher
to set for all her stndents. In the process, |t would be useful for the teacher
to be able to distinguish three categories ST rForsy 11) There are errors
of organization and logical development of argumen s\ts and “similar difficul-
This kind of preblem will be shared by all students regardless of dia-

lect and linguisties has nothing to say ubout how such preblems should be

dealt with, (2) Then there.are spelling and grammatical errors based on
-interferencée from a nonstandard dialect. In a study of written composi-
tions by black immer city students adwnitted to a major university, over
409 of ,the exrrors found were dte to dialect interference. "(3) Finally,
there are errovs in spelling, punctuntmn and grammar ~which are, not
traceable to dialect interference. - -

A variety of apparent gerors in the written work of uonstandard Eng-
“lish speaking people are not ervors in the strictes€ sense at all. They are
simply the reflection in writing of the ‘differences in ‘granniar, pronuncia-

. tion and verbal expressi-u hetween the noustandard dialect ‘and the stand.
ard one by which the swriting is being judged. In the area of grammar,
“when one of the university freshmen mentioned above wrote “Keith atti-
tude” when standard English would call for- “Xeitl's attitude” he was

" merely refleeting the rnles of his nonstandard grnmm.u' In Standard- Eng-
' h

- lish, this. kmd .of possessive cons
of ‘the’ nonstandard dialect in question, 's may be used, but does not have
. to be: When another of these studeuts.spelled “closest” as “closes,” he re-

" vealgd that his pronmciation rules allow the clision of the ¢ sound after s .
at tTIe emtl of a word. Other eases arise when a writer ‘uses an expression .

current in his spccch copmmunity but perhaps  unknown to’ the - teacher.
When .one of the univarsity h’oshmon wrote “Keith had negative changes:
~about De Vries,” he was using a, common expression among black people.
+In this context, it wmeans that Keith went through a chnnge of opinion
ubout De Vries. A teacher unfamilinar ‘with the expression “to, haveo
changes” or “to go throngh changes™ might well treat this expression as
an error. : . . . )
Otller spelling, grmmn.lr and style errors oceur, which cannot bhe traced
to (Imlect interference and s'muld be considered gemnine errors. In tho
same sef of compositions discussed above, the mmp'-llmgs “*laied” for’

“laid” and “tring” for “trying” were observed. There is ne pronunciation .

featuire of the nonstaudard dialect invalved \\'lnch would acconint for -thess
spellings, In grammar, the use of the clause “in w‘nch vou live in”’is not
called for, by the ar of nonsta dinlect, An._example of °
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what might I)Falllud a style problem: is the expression “in yesults of tlns,"
presuunl)ly Tor “as a result of this.” AIl' of these usages, along with mis-
takes in capitalization und punctuation, are .lpproprmtcly tlenl.e(l a8 errors
Junrelated to didlect conflict.

This division. mto dialect and: gonm.ll crrors has at least two lmplncn-
tions for teachiny wrltmg In a real sense, the dialect related “errors” are
at all, they are correct usages birsed on a-~different. grammar
rule systemi: Smco this is the case, their correction is perhaps not as urgent
. APRIL, 1971 ’ . . ‘89
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. If several youngsters use ‘the same “bad grammar” feature consistently,
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as the corrections of mistakes which are not founded on any rule system.
This may mean that several writingy exercises would be allowed to go by
with no mention being made of the diuléct related errors. In some styles of .
writing, personal letters perhapk, elimination of dinlect interference errvors .
might not ever be appropriate. - . . . '

In order™(6 ¢arry out such a teaching strategy, of course, it would be
necessary for the teacher to be able to identify which mistakes are which.
This same ability éarries over into the arcas of reading and speech as well,
If a teacher were to follow the suggestion of. some scholars (Goodman
1965, Wolfram 1970) that nonstandard - English speaking -children be
-allowed to read aloud in their own-dialect, the teacher would have to know
what is correct in the dinlect so that she could distinguish dialect readings
»fron\ misreadings. In th¢ area of -specch, the tedcher needs this ability to

. distinguish dialect pronunciations from genuine speech impediments.

A case can be made i;o} requiring teaclers of youngsters with -non--
standard dialects to be jrained in the grammaticul and ptonunciation rules
of nonstandard dialects of English. In the past, of course, very little of this
has been done. There are a few sources to which an_interested teacher,
"could go to find partial deseriptions of some nonstandard speech. McDavid

* (1967) provides a fist of common nonstandard features from a number of !
- dialects. Fasold and- Wolfram (1970) give a semitechnical, description of -
most of the featurcs of the:kind of nonstandard English used by urban )
black people. TheBoard of Education of the City of New York, (19§7) has ;
prepured a booklct, distributed through' the Nationa) Council of Teathers

-of English, which deals with the nonstandard kinds of English found in
that city. None of these descriptions, however, is ‘completely- adequate.

There is much an observant. teacher can do on -his own to distinguish
dialect features from more basic difficulties. To do this, he must accept ,
a basic linguistic rule-of-thumb: everyone speaks his language correctly.

it "is safe to assume that their dialect rules. call for that very constpuction,
Sometimes, one child may scem to have speech problems different from his .. i -
. agemates. Hig difficulties are: likely to be due to some other cause than i . [
dinlect interference. -All speakers of any language’ dceasionally ‘mnke '
mistakes because of “siips of the tongue” and nonstandard dialect speakers
are no exception. But ne speakers make the sume slips all the time; if it N
seems that a speaker constantly makes the same.“mistakes” he .is e
doubt following.{he grammar of another dialect. If a teacher actepts. this
rule-of-thuinb and applies jt carefully in observing his students, he will
soon find himself able to make the necessary distinctions. S

The answer to the question posed in the title of this article is first, that” o .
an English teacher probably cannot.do very much about his pupils’ spoken - -
language -habits and very lhkely would not want to if he could. What the
teacher should do about nonstandard ‘dialect in the teaching of reading \
may well turn out to be *use it.” -Finally, in teaching writing skills, a 2N
teacher should learn that there are moré crucinl aspects of writing than N .

... dialect, reluted areas and that some - vhing Ui maralow for sourinned . 2 e o i s e
use of dialect constructions. : ’ , K N :
. BIBLIOGRAPRY  ° : o . X Ct
' Baratz, Joan C. 1969. “Linguistic and cultural factors in teaching reading - A
in an urban Negro school system.” Elementary English 46:199-203. : \
" Blank, Marion, 1968. “Cognitive processes in auditory discrimination in - . SNt
normal and retarded ‘readers.” Child Devclopment 39:1091¢1101." - - ' \
Bereiter, Carl. 1965, “Academic instruction and preschool children,” in. Rich- o \
ard Corbin and '_Muriel Crosby (eds.), Language Programs for the Dis- C :

90- . R THE ENGLISH RECORD | . . _ \




i ’
advantaged, 195-213. Champaign, Ilinois: National Coungil of Teachers S v
- of English.  ...7. ' L S T -
‘Board of Education of the City of New' York. 1967.. Nonstandard 'Dirlect. L
Chfnmpni}{n, Ilingis: National Council of Tenchers of English. S _ .
Fasold, Ralph W.jand Walt Wolfram. 1969. “Some lin'guistjc features 9(' .
‘Negro dialect,” in Ralph-W. Fasold and Roger W. Shuy (eds.) Teaching
Standard English in the Inner City, 41-86. Washington, D.C.: Center
. for Applied Linguistics. , =« L= : .
Goodman, Kenneth S. 1965. “Dialect barriers to reading comprehension.”
Elementary English 42:853-860. Repripted in Joan C.. Baratz: and . e :
Roger W. Shuy (eds.) Teuching Black (glhildrcn to Recad,14-28. Wash- - . . .o R
. ington, D. C.:. Center for Applied Linguistics, 1969. L s T
Gumperz, John J. 1966. “On the ethnology of linguistic change,” in William
" Bright (ed.), Sociolinguistics, 27-49. The Hague: Mounton & Co.. -~
Herman, Simon R. 1961. “Explorations in the sogial psychology of language
*choice.- Human Relations -14:149-164. . L : o oo
Kochman,- Thomas. 1969. “ ‘Rapping’ in the black ghetto.” Trans-Actijon 6 % - R .
. (Rebruary 1969) :26-34. " . * . 020 R ’ ) C .
‘McDavid, Raven I.,4Jr. 1967. “A checklist of. significant features f dis-*
criminating social dialects,” in Eldonna Everetts- (ed.) . Dimension of
Dialect, .7-10. Champaign, Illindis;, National Council of Teachers of .
English. - .. et T
Stewart, William® A. 1969. “On the use of Negro dialect in the teaching of
reading,™ in Joan §. Baratz afid Roger W. Shuy (eds.) Teaching Black
Children to 'Ready 166-219. Washington, D.C.: Center for Appliéd

-t

Linguistics. = " | , . S . )
Wepmang J. M. 1960 “Auditory discrimination, speech? énd reading.” , . 4
- Elesittntary .Sehool \Jowrnal 60:326-333. * - 2 : . ot

Whyte, W. F. and A. R\Homberg. 1966. “Human problems of U:S. enter- -
. prise in Latin. Amerita.” Human Organization 16:11-15. = L o . : o X
Wolfram, Walt. 1970. “Sociolinguistio. plternatives in feaching reading to .. | T ~t « .Y

nonstandard English speakers.” Reading Resecarch Quarterly 6:9-33. | . ; .. O T
Wolfram, Walter ' A. and Ralph W. Fasold. 1969. “Toward 1eading materials. - el
§ for Black English speakingchildren: three linguistically appropriate ANV i .
.passages,” in Joan C. Baratz and Roger W. Shuy (eds.) Teaching Black N R
Childreri to Read, 138-155. Washington, D.C.: .Center for Applied AN D
Linguistics. B . - toe B L

. ' WHO GAVE US THE RIGHT?
e . Kenneth S. Goodman \' , . : e

v : ’

Though the battle cries are different now and the groupings are different
and the stated reasons for taking sides are certainly different the key issue : S e
_in_‘our_schools. tuliay..remains the same ge. it has heen for several decades. . ——— Y
Are our schools agencies of conformity designed to make the abilities,’ . N
_interests, preferences, values, habits, aspirations and, speech of all pupils . b S

Dr. Kenneth S. Goodman is Professor of Elementary Education at . St . -

Wayne State UniveTsity (Detroit, Mich,). He is currently the chairman : : N
of the TRA Committee on Psjcholinguistics and Reading and member of | © o : . ’ )
seyeral professional committecs. He has published in a number of pres- - S e N
tipious journals dnd 8 co-author of Language and Thinking in the Ele- . : . N

mentary School a:zd Reading: Process and Program. o P P
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inuch the same, all safely within the preseribed limits of social acceptability?

. C Qr are our schools prepaved to aceept différence .a3 a human right and

_ cultura]l pluralism as the most vital characteristic of American society. Are

oL : . they willing to nccept the obligation to assist each pupil in becoming him-
s . . self? ., .. S S

. . No matter what the source, no matter lu}w strbng the pressure or now

sincere the motive behind jt, the schools must not respond by succumbing .
_ « to demiunds which would make theni assembly  lines for turning children -
. ' ' into look-akke dolls, so many Barbies and Kens, some ‘black and some white
L X et . it a)l pfessed’in the same mold. / T o e
: . - The behaviorists stand veady with their behavioral goals to rederign .
. live children into look-alike, talk-uliks, think-alike plastic people.- We rausts
> ' drive the behavior changers out of the temples of learning because wé do'{..
¢t ¥ 7 not have the right.“And no one has the right to give it to us. Even the”
_ S parents. © ' A vee d o o
W ' B . "Parents of coiirse have both the legal jind moral right to make de- -
RN . : .+ mands and decisions on hehalf of their children. But théy are -ultimately .
o, o _ i accountable to these children both legally and morally. The_ kids are telling
. . : us that loudly and clearly. . 7

- It is time as educators we face, for ourselves and our ‘coininunities, that -
we are accountable ubove all else to, the pupils whom we serve. Somehow
in_the push pull arena in which educatibnal’ decisions are made it's.casy to
forget about the kids—who they :n-e,(ivhnt,they are, and where fhey're

A .going. ' . v S <. C o .
_ .. _With the kids in mind aitd with a clear focus on- our obligations to -
oy . c e thém let's examine’ language issues and discuss positions which we can
. : v .. defend to them now and in the future when they fully realize what we’ve
' Co "' 'done to =nd for thei: : ¢ ' .

- v " Lo = Helping., Skilled Users of - Language .Beeome More Effective Usc'r\s.qf
, R : ' Languuge - ' " . e
“ _ . 'Clearly schodls have an’ obligation tc help kids to inerease ‘their effec-
I . ~ tiveness in using language. That goal. éan not be adcomplished im an at-
o, wnesphere of ‘hostile conflict in which we force young people to.choose be-
. S . ' tween identity and conformity. If black is beautiful then se is the way
o s Dlack people speak. . C ., °
- e ' “ If we treat their language .as ‘inferior, deﬁcient\or ‘inadequate " we
. : force the learners, in the very act of accepting our beneveleint. promise to
- . “give thent better language, to accept this characterization of ‘themselves
Do . . and their means of communication, l.hough't and learning as’ uitwort,hy.
l,ing_uistic Deficiency - .
o If they were in factilinguistically deficient we woild have to face such’
. . = Dbitter truth.in’ our teaching and in our curriculum making? But”the truth
- ' __S_____\..z_ Jdg. that the Juver go.qvory shild Aewrag-is-the-tmmzirrge—ot=tris” msie -and -hie—
e - inunediate social cdmmunity. Each child learns-his language in much the
T .- #ame way, for much the same purposes, and in- any group the rahge of _
. . -~ - cffectiveness in using.the language of the group is about the same, as it is
. , . . in all other human groups. o N
’ . The myth of linguistjc deprivation is as much a fraud -as the myth of
- gevetic difference in intelligonte between blacks and whites which has been

. '..) ! S . ‘perpetrated recently by behavior changers. They've made the mold in their. -

own /im:\ge, measured. all against this mold and found some wanting simply
L becn/use they don't fit the mold. Having reduced some groups by this-device
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to sub-human status the-behavior changers thus at* once- reduce their' ac- .|

¢ and . at the"same timne justify the apblication of teaching-learning models

' - derived from the study of sub-man animal fédrms like rats, pigeons; and -

chimpanzees. ) < : « . ) il
Every child is born with the capacity to acquire language and he does .

so. In order to justify treating some children ‘as inferior the behavier

changers’ must ignore the fact that this capacity to learn- language is

innately and uniquely humar and must furthermore demean.the language

and language learning capacity of these children. . .

. e e Perhaps -the ciucial point which must be .countered as ‘this case for ]
g inferiority is argued. is that some children, black or. brown or red or poor -’ .
) C “*white lack language suitable for dealing with the kinds of tasks schools ' ’
e pose. In this avgument a remarkable leap in logic is made. Schools are
: : ' urged to reject the language of so called pon-stnndard,spenkers as in-.
AN . ferior (which.is essentially what schools have been doing all .along)"and
_ ‘ then the reattion to that rejection on the part:df the learners is cited as
o . evidence that in truth they lack atlequate language. If a black child .
° s chooses to hang his head when he's asked:a question rathe® than subjeet * o
v ‘ Thimself to possible rejection he is labeléd non-verbal. If hé does venture
to present his developing ‘understanding to teacher, or tester in his own
language he is labeled as deficient in vocgbularyeand grammar because hé
is different in "vocabulary and grammar., And what’s even worse the as- e
-sumption is made that he isnlt learning.*In. point,of fact the child himself
. ~will be confused as to whether he is learning or cua learn because when he ~
*  attempts, to *organizé his' experience and -conceyts in his. own language
b * . and present them to teachers and classmates he igAG d that ha js speaking
: unacceptably. Whether "this is done rudely or Iovingly the.net cffect is b T,
confusion on_the part of-the learner who can not sort out the rejection of : 1
I ‘language from the ideas he seeks to present. The teacher may not under-
. " stand him if the téacher has not taken ‘the: trouble to listen and become. _
° familiar with the langnage of the learners, but-the teacher may also- pre- L
: . tend not to understand in order to force the child to shift to unfamilidr
’ " * highes status forms. In.this latter case the hypocrisy reaches a peak since
: the prime purpose of lunguage use, effective communication, ceases to be a
R relevant issue. = - - | - . Sl
. : * Undet, pressure {o be accountable for the learning they foster, teachers o'
R need to be accountable to themselves to get: the cobwebs out of their, views
: of language, language diffedence, language learning, and their own roles as
teachers in the.lives of theirﬁgpils. o : -
Teachers need particularly to sort out the linguistic, sociological, PsY-o
. chological, ‘and pedagogical realities of language. | ’
L A key problem in understanding Iangunge difference and 1'enctiug/_Kt\ ‘
is the confusion of -social attitudes toward la guage with intrinsic lin- .
guistie ‘pesit, Teachars. haya tren xe o d, yieht ov

L~

<

: v .
N ' .o ' . ¥

countability for success in achieving even their own goals with such groups Lot

2 wrong, on_the basis of the social status which }fpnrticul'ar langugge forms
Co enjoy among the high status people!in their communities. It's not surpris-- '
" ing that high status people think their langua is the standard on which . -

. to judge all others. Most people are ethnocentrig, thinking all others speak
.t - o quaintly or poorly, Because of the power ing the hands of high stuitus
- groups other groups in socitty may even p'ﬁrtiq‘lly. aceept the view of their
" language as being of little metit. Yet clearly language difference and lan--
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e C guage deficiency are not synonymous,. Lingpistic study ,reveals that all Tl
. AR dialects are fully functioning, lapgudge vgriants each with systématic > .
: : plionology, gl’nmmntical structure, and vogdbularys Whether' the language
. APRIL, 1970 . ., - L ‘ © 93 )
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community‘ into which aJchild ithborn ig the inner' city -or the plush
suburb he ,le:nm that | \ruage form (dialect) which will be. most func-
tional for him, in his communicative ngeds. What he 168¥ns is systematic
and rule governed though the rules and system -will vary from other

" dialects of (he same language. A child’s effectiveness in using language

can only be"judged within the lnnggnge form he has learned. as he uses
it to cope wnth the communicative needs he has. le

From thp pomt of view of- psychology we must understnnd that every -

- child acquires language competence before fie comes to school and that the
language he.las learned has become not only the medium of commuhica-

tion, hut also the wediim of thought and of - lenrmng. Human nblhty to -

‘learn. and generate language as individuals.in social mternctlon is so uni-
versal-that it can be 8aid that if a person can‘think g thought he can find
the means of expressing if \\lthin the lnngu'tge nvallnble -to him, by,
stretching or modifying that 'l.mguagc, or by mventmg new. lnngunge on
- the bnsls'g of the oldiln acquiring new concepls and copmg with new experi-
_enee the leatner dm vs on that language form which is available to him.

Attempts at lmposmg less familiar dialects howetver high their status or'
dowever low ‘the status of his own,. interfere, with l‘e:unmg and cut the”.

child off- from the very. medu)m of le:\rnmg whlch is his mnjp'r resource,
hislanguage.

Urban, qpe'tkeis of Wy -statiss dinlects will ncgulre rcceptwo conitrol
over the various dmlqcts
to haveYsuch- receptive confYol: Inomcally this gives thém a linguistic ad-
vnntage over their sub-urban high-status peers who may never understand
‘any dialect other than theit.own. Evidence of this receptive co trol over
‘a. Yange of dialects is shown 'in_thé way youngsters understq eir

+.teachers’ dinlegts but vepeat or.respond to them within their ‘own dlnlects.' '
" ‘I'he child has the vecéptive control ‘to mntch phonologlcal "and grammatical

patterns if the didlect foreign to his own,'even to. handle vocabulary dif-

ferences, fut he does not yet have the ability to Eenerate the response in™
‘the strange didlect instead-switching to his own ‘code. This’ receptive con- -
trol is"not likely. to exist to any Jaygé extent among school beginners’ yet -
-it ig>-almost universpl among snxth’g,x:nders though the extent, of control

* may vary. Movement towaxd receptl e control 'of a range of dinlects neces-
sary. for Jifgt histic funetﬁmng.,un his expnndmg world’ mz(y in ‘fact ' be
“considered part of. the ,nntural’ expansion .of .the ‘child’s,- lmgulstlc coln-
" petence. Acgulsntlon of . the nblhty to” genernte language, gither in speaking
or* wrltmg, in these less familiar dialects is by M0 ,neans ‘as universal.
_That appenrs %o’ depend c.on complex factors of need and motlvatlon as the
.child moves lyto new socm'l cdueational and cultura) situntloné vt

. Pedn%oglca ly we know that language chnnge can not' be forced\and
" that langJage, jloxnbnhty is not to any great degree a fqnctlon of intensity

of instriction. There is almost no evidence in fact to-indicate that. people -

can be formnlly taught to use other dialegts ih preference to their own.
‘I'he invs

hear, spoken in the community as they need - ...

i yffootive_ means, of_influencing lear:u:= 1o become morc «Feclive *

-

rec

and nfc;re flexable in, langunge use appears to be soll - to provnde many
'oppoltumtles to use language in relationship® to exp’pndmg knowledge and
experlence For generations pupils have, rejected the eﬂ‘orts of teachers to
apply ‘a correct language model to the:r language and force change.

Bringing these lmgulstlc, soclologlcnl, psychologlcal ‘pedagogical factors

together teachers can summarlly dismiss forceable ingervention in the .-

lnnguage of Jearners. It is not necessar,

, desirable or practical. By work-
"ing with theMchild rather than at cros

.re!,\ctmg what/ he is now. At the same time we accept the ‘richness ' of
94 - 7 -

. purposes to him, we, help him to .
. cxpnnd on what-'he cpn do. We liglp him: become *more, eﬂ‘ectlye without
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difference instead of the séeriljty of conformity. Our goal then is not to ..
change behavior but to expl‘:;nd competence. ‘ s :

To gchieve this goal we need schools and teachers who nccept and

understand language gliﬂ'e}“cnce, who. are able to encourage children to -~
-continue to use the language they. bring to school in learning; whé provide *

stimulating Yelevant: learning environments for theit pupils, who'exemplify . -
thewselves rich, varied a_n(] appropriate language use rather than-up-tight
proper language. If we succeed, we will find our pupils opening outward
and ever expanding on the basé of their linguislic.competence. If we do
not we will hear them openly shouting or quictly muttering, “F'get you,
bonky, f’get you orco!” - . " e

,

s

BI-DIALECTALISM 1S:NOT THE LINGUISTICS OF WHITE SUPREMACY:
- . " SENSE VERSUS SENSIBILITIES L

Melvin J. Hoffman .

Accusations of covert racism _hnve’. been lewled directly or by im-
plieation against linguists who support the tenching of Standard English--
a8 a setond dialect. Two representative ‘opponents of the teaching of a '
second dialect are Kochman 5-1969) and Sledd_ (1962). ‘After a brief review
of their position, I intend to oppese-their arguments that the approval and
encouragement of this concept, Functional Bi-Dialectalism is contradictory,
mis-directed, discriminatory, and.impragtical. :

The toncept that they oppose has Bcen deﬁnedéb)} severql"authors wlu;.

a

Brooks (1964: 30) states:

. . . should teachers not explo@tlm tremendous psycliological
uplift implicit in . . . saying . /. “I accept:yon and your lan-
guage; use it when you need it for communication with your
family and friends. But, if you really w'antéo be a successful
participant in other areas of American life, why not learn the
kind of language accepted and used there.

Nonstandard Dialect (1968: 1) finds:

Teachers shonld aceept the pupils’ nonstandard dialect in
appropriate ‘situations and build ‘oh.the language patterns
which pupils have been accustomed to using . . . Standard
English thus becomes ad}lit‘ve as another available language

" - I guage arts Yo'minoritics and is the author of a bi-dialectal oral language

patiern while the origimai-Sraiect mry-stitt-"re-spoken-in-situa-
tions which the individual considers ‘appropriate.’

Dr. Melvin J. Hoff man is Assistant Professorr of English at State Uni-
versity of New York College at Buffalo. He holds @ doctorate in linguis-
tics from the State University of New York at.Buffalo. Formerly a|.
dialect field intervicwer and linguistics consultant to the Chicago Board

of Education, he has published articles concerned with tcaching lan-

manual. . -
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AS

- . Shuy'(1969n: 8!) gives the origin of the term:" . v

‘- 1.1 The termi funetional bi-dialeelalism was proposed at the

.  Indiana University Conference on Socidl Dialects and Lan-
» guage Learning as a way of°identifying a person’s legitimate

. right to continne speaking a *“home dialect” (one which might

be .called nonstandard) even after he hds learned a “school

» . i dialect” (one which might be called standard). L K\

Sledd. and Kochman share a commeon conviction with many of the

L. linguists who, support bi-dialectalism: that no language or dialect is in-
trinsically inferior to uny other. L . L .

Sledd . (1308) after u discussion of tﬁc traditional stereotyped au-

, thoritarian Inglish teacher, states that such a teacher:

‘ is not popular any longer among educators. Though the
world at large is still inclined to agree with her, the vulgariz-
ers of linguistics drove her out of the académic fashiop years
ago when they replaced her misguided idealisni with open-
« cyed hypoerisyd To the popnilar linguists, one kind of lin-
Kuistics is us good 'as another, and judgments to the contrary
- » are ouly folklore; but since theobject of life in the U.S.A. is
Coe . for everybody to get ahead of everybody else, and since -lin-
guistic prejudice can keep a man from moving up to Schlitz, . i
the-linguists still teach that people who want to be de_cision_k R
makers had better talk and write like. people who make deci-
~. . sions. [italics mine] : ’ : . .

2 ’

’ Koch_man_‘ (87-8) . points out that. there ‘is ;lo_ensily identifiable stand-

. - ard dialect among the regional standards, that speaking a different re-

-gional standard-may bring social handicaps, and that ‘atceptability of
speech; rather than being solely a matter of language mastery, depends .
-on additional varjables such as personality. and the social and/or ewonoimic._ .

status of the speaker: Attempting to teach stan\lard English in the face of

these considerations is.deemed a contradiction. ~ 7

The main’ problem, these authors note, is prejudice; which: will' not eénd
.when a minority group member masters stnnfd\nrd English. Kochman™ (88, .-

and 157) .argues xory tellingly: a minority group member is well aware

that. he is suffering from social not linguistic discrimination; standard «dia-

lect mastery is not essential to many trades where discrimination exists;

. income disparily between minority and majority group members Increases

“us educational] lecels rise. He concludes: <. .

The- present ¢fforts to teach a preétige form of speech to

fcetive realization "is socially improbable, unless the express
desire and cooperation. of those learnihg it are fgrthcoming.

'

’

I Sledd, referring to bi-dlnlcck\lhm’ns the. “clonk of* whito nupl;erﬁncy"' 51808). prcf;men
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Aruitoxt provided by Eic:

Ahe_wo b!;dltq claliom wilth tho following madif ¥a: “ecmpuls. , (1810), "mandntory"
. nnd . “imposcd” (131217 “coercive and “'regimsnic ~TI3TY, —emm i
© (1314). Further, Sledd (1308) seems ncither hesitant nor unwilling to suggest selfish mo-
tives for ygny whito linguist supporting bi.dinlectalism: © . : : -
- ; Binck English provided the most lucratlive .new industry fos-awhile linguista,
; .+ who found thohmnthcr lodo when they discovered tho interesting locutions which
" the less protecied employ to the detrimout of their chances for upward mobility, .
' In the Annals of free cntefprisc,-the carly sixtics will be memorablo for the f
| invention of functionnl bi-dialectalism -, . ,

© . It would be interesting to ﬂn;{ how Sledd would chnrnctefize the work #f McDaviil

nnd McDnvid (1061) nnd McQuown J #54) who, nmong others, had expressed these cnncerns
' for the langunge-lenrning problems™ of the disadvantnged before such concerns were either
populur or profitable and who had ansicipnted mnny of the present Hroblems<*nnd recome
mendations for solutions. . ‘
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dialeetalists that standard language.masbery cases the socinl. and eeonqmil: '*_ { . B .

" Sledd (1314) and Kochman (88) feel thatgthe bi-dialectal approach is
loomed ‘sinee minority group members will beeome less and- less inelined

Siedd (1315) stufes this more qtmngly. ’ W A bl o

- . Nothing thersehools can do aboul bluek'Lm_,hhh ¢ ther \\'l" R . e R
do mueh for racial peace afid sgeial justiee as Tonig as'the black - .‘ Ve » _ : .
*and white waorlds ,m‘e" sepdrgte and ‘hostlle . .+ regimented - Dy . ¢ e oW’

R ln-dmlootnhsm 18 nty ahbstituto for aweopmg soeinl ehu'ngc ey L °

“These” .lrg'umcnts- have lleen ‘used to counter “the* contention ‘of }) : < . ,_'

advances of>niinority group mombel‘s Both nuthmq find this urgument in- .
{olerable. Sledd {1309) elaims® . . N o N e .
Thé bnsne .assumption of bi- dinlebthlism is that the preju- ' J £ N4 - ‘-
“dices-bf _middlc-class whités cannot he’ changed bhut must be : o - -
neccpted and indeed enforeed on lesscr breeds. - " : . ) T >

""More ehnmnhly, Koehm:m (88) remnrks. _ - A . L oLt . <, SR
It is.to the eredit of the hngplstne appro.xeh that |t has . : / A . o

at least recognized that the speaker's native dialeet has eul- . - : et { <
tural values forchim and is not to be tnmpel:ed with .., . Un- * . e
fortupately, the Jinguistie approach aeceépts as .social deter- (LI oo s T SViss _
minant the same obnoxious and rneist standnrd% as- tfxe pre- . et - I

™ seriptive-assimilationist approaeh : . - L . . o7 .,
(: oth guthors econtend that, bl-dlnléetnllsm is lmprnctlenl for two ren- . e ~
son%: lack of eooperatlon from those being tatight and lack of. eﬂ'leleney ) e

toward the assimilationist approach and that emerglug‘ ethnie pride will . . .
increase resistanee to second dialeet lenrning. Sledd (1313) and ~Kochman -~ o ' | o
(87) argue fuither that.availuble mnterlnls are insufficient, that exlstmg ' - .. I3 ,
efforts have resulted in too little gain, and that not endugh information is . « .- < " A
nvmlable.nbout’ the structurcs of.the dmleets lnvolve(l to pclmlt the desu,rn o A . B
of a fenslble approach. . - . o, e

Both agree that advancement of socnul conditions shou\d Qeeupy the > o . o
prior attention of people eunently euga\gcdﬂn advaneing’ .the eoneept of S -,
bi-dialeetalism. o

Sl(\.dd (1315) mmces no, words‘ o T o P - o T _ : .
.. » They may purge themse|ves of lneonsnteuey. and (fo o . e . : . TS
what little good is pessible for English teuchers as politieal : ot _— . L
~ reformers, if instead of Xeaehing standard English-as a second * ’ : ) e
dianleet thcy teach getting out of. Vletpnm, getting out of the e. . * '
.= missile race, and stopping.the deadly pellution of ,the, ¢ne .. . Lo
world we have, as hortibly excmphﬁpd by t'he cyrren{van- -° 8 o . : L,
. dalism i Alaska. _ ) g T o
Kochman (157) suggests that racism may bg erui’nphng 'md lf soelnl ' . L e .
chauge occurs; the language problem will be sSolved as a by- -product: v - ' .

= “Docs it really ¥natter how pcople of status speak? You ' . A
snv, whit if the soeial order is.not changtd? ‘Then I ask you, :

Py . . [T - i N T «

what have you aecemplichoed in yaur program: the ability to ST . N

avoid some stlgmatlzed for‘m'im’*m”"ng’n iatized be@inse —= -~ " R L O B -‘~-.~-_-.'..;_.;.
~the people who aspeak them are'k _ ) . 0 - \1 < - (
o - . . Lo - -

. ., A Refutat)on2 ® Y ‘ . N r b < s

.+ Certain considerations seem to be lost smht of all too'e;;snly as men- . e !

tioned enrher linguists -and those who Havé come into contaet with lin- R ’ .

2¢My thanks to Elolse Courter‘nnd Bnrbnn Schnee for the?r helrjul uuueﬂtlona L v . . o ) Iy PR 3
N - L. - - . i
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’ . " : ~ ~ majority gFoup members -although" they' may: be ‘more tolerant; toward.

-
-
o

) . do such shortcomings' argue. that cfforts should be.fibandoned. to improve

S eeea 2o 0f

guists are Wwell-aware of the relativity of standardness: in. language:

- T Amcrican structuralists have sought continually to make this clear. Works, ;"

. + included in-such collections as’ Allen’ (1964) and 'books_such:as Hall (1960)\{‘{ .

: and others, are largely conceried with this mid related matters of attitude .

" loward language. LT C L . .

. . The ladk of successithat such efforts'haye had upon’ the profession of . -
. . . *.the-teaching of Iinglish and the layman’s nearly .total unawarcness of a
noi-preseripfive approach to language should indicate something about the

v : -attitude of most human beings toward correctness in language. Indeed, what .
A little effect the introduction of linguistic sophisticatjon had upon the

. Websters Third Mnternational Dictiondry provoked vehement criticism from o
the linguistically naive but vocal and influential Bastern Fiterati, which® :

. . indicate the power that ignorance sanctified by tradition is. still capable .
: - of exerting against 3 positiop. supported by seientific evidence. S

Judgments of the social acceptability''of yarious forms of language’ i

o . are notesolely judgments of the:white-midille-class. Both ethnic and social '

'ﬂ.\ .. judgments /are made by people of different. agos, races, and status, often
with a great deal of .accuracy in identification. 'Findings of Shuy (1969b:
181-4), Labov (1964: 82-8),-and Larson"and, Larson . (1966) indicate that ,
minority group members make .the samc: judgments. about language as,

groups similar to themselves, What is' more, minority .group speakers tend

to pereeive themselvessis employing the prefgrrdd of alternative forms even

. when this is not:the nci;t'ml't.:ase.- R T L. R
.t o The-features that-are diagnostic racially or socially'in any area may be’

* few, ‘Arbitrarily ' selected, and narrowly régional in. ‘scope. €Yt .Labov .,
‘ : '(1969: 33-7) points out: . . ol Lo
. : .~ . this overlap [cither with Southicrn white *spedch .or withYy .-

) . “the speech of recently‘.iqmi_grn@jl white speakerg whe live'in -
close, proximity of ;black ghettos] ‘does not. prevent the fea?

woyd - e,

tures from being.identified with -Negro_spcech ‘by most -Jis- .
—~ ' teners: we are dealing with a stercotype which provides correct -~ »*
. identification in. the great .majority of cases, 'and therefore T
. ' with a firm basis in sdeial reality. Such stereotypes.are the. t - -
. "social *basis’ of language perceptions; this is merely <oneof -/
. many cases where listeners generalize from the variable data .

L . to cn’tegoricx_ﬂ.pbrceptibq. in. absolute terms. Sonfeone who'uses . - -,
. , a stigmatized. fbrm 20 to 30°percent of the time will be heard
f : a8 using this form all of the t,ime. . ! :

~r.

. . ¢ D )
Existing ‘bi-dialectal materials, denlir;g with. such features, are indct
few as Sledd points out, and present results leave mych to be desired. Yet,

A materials and to educgte teachers to use.them? Smith (1968: 119) writes: o

. ... . language problems [of minority group meinbers] m be
\ : . seen through the eyeg of synipathetic and linguistically ’
o : phisticated teachers, a& they must be-led to litexacy by means .
; f-nraterfud * most cffective application of, the
' k g * ' . findings of both modern linguistics and modern pedagogy. . . "
‘ - «© Maxwell (1970: 1169) answers Sledd:- . - N s

C R ... The question of whe@her the school can or eannot teach
L . ’ ) a second dialect is a technieal question, beyond his [Sledd’s]

N . - . ,. competence, since hé is not ap authority on learning., While it ’

.may be that present methodologies cannot teach a secopd - .
.98 ' .7 ... 7. THE ENGLISH RECORD
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dalect [snc], it docs not|

follow» that me/thods cunnot be de- -
veloped. - .

.
‘ .

¢ 1 .must concur wnth Sled and’ Kochmau in two eriticisms l\owever-
more Specific information about the’ effects of teacher attitude and lin-

~ programs. It is time for linguists to' progress'beyond harangues and sample
" lessons. In Hoffman (1970) and in.Davls et al. (1968), two examples of

' . ue . baum (1970). In addition, three.collections, edited.by Aarbns et al. (1969),
< _' . . Alatis (1969), and Baratz and Shuf(l!)ﬁ!)) include works, many of which

concrete bi-dialectal progrnms Hopefiilly, many more will be forthcommg.

. The criticism of ﬁle desirability uf bl-dlalectalnm requlres further
.~ o \comment..Kochmnn (167) sees: -

.. .our society experiencing the throes of social refollm this,

very minute. Our cherished prejudices and p!‘nctlces are being’

assaulted at every turn, besieged with long hair and “bad

_ manners” ont the one hand and. Black Power and creatlve dls-
> ordar on the other. . . . .

Sledd (1316)- findsy . .. I

. « « the measnre of our educptlonnl nbsUrdlty is the/ necessnty "‘
of saying ouce agtun that <regimented bl-dlnlectnhsm is no :
substitute for s\\'eeplng social change—-neccsslty bemg defined
by the alternative of dropping out and waiting" quictly for de-.

- ' struction ¥ the white busmessn;an contmues to have his way.

Sonichow/“passed over is recogmtlon that the lenmmg of some kind: of
A «standard dialect.or language is the normal situation’ for jmost speakers of
) v any language in the world and that bi-dialectalism is normal and accepted

. in many countries. Sce Ferguson (1964: 114-5): The aboye quotations sug-

- R gest social even military revolution. Forgotten by, crltlcs‘fof bi-dialectalism
. el 0 ) is the matter of thé standard languagd of - Clunn. Mandnrln. the national

L .. L " munist mainl® &5 the concept of standardness in linguage for ‘the Chi-
. ‘ + nese-survived two pohtlcnl revolutions®of the world’s:most populous coun-
try. The Chinese experience throws a

lightly dlﬂ’eren,t light on the eﬁ'ects
of the changes that Kochman and Sled

suggest. =~ ;

. o language le'u’mng is the’ normal rather than the’ exceptyloml situation for

. many people in this ‘world imply, however unintentionally, that minority
group members in ﬂle United States are less-able to.fﬂlﬁ}l such an expecta-

. o - While the socicty moves toward -mutual tolerance fog culutrnl plurall
___.‘,._..__..,_uhn.t_m_mmu hzmpen to the thousands_of:stude wlio * : face he

g guistic mberference .shonld be available now as well; as fully developed *
matertal addressed to these concerns can be found as wqgJl as in Feigen- .

address themselves to just such quiestions as design and, implementation of,

standard of feudal China, now known as Kuv Yu or nn’tlonnl dialect, has
remained -the_standard speech Both of republlcnn 'Bnlwnn and the com- -

Those who lguore the consnderatlons that second anlect nnd/or second

) e - ¥ tion. The position opposing bi-dialectalism IS, in this*sense, more subtly
e - o " paternalistic than the bi-dialectalism which is being nl:tacked L
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harsh realities of the hcre and now? Musi we abandon their interests until
the milleniuin? I raise the critics’ own question: whose interests or sensi-

/ - bilities are to be taken into account? What does the student of the: lan-

guage-permissive teacher -have' to look forward fo while digcrinmination
~continues? Speech differences 'maty only be an excuse to. Justlfy -a rejection

already made on a prejqdlced basis, but should we deny ‘those who choose
) - to remove this obstacle for' themselves the opportunity to do so because
_ e ‘ . such a choice may be oﬂ'enslve to owr sensibilities?” . ‘\ .
’ . N - Y M . N .
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. Maxwell (11-.\9) puts it iy these words: .
There secms to bé no reasdn in the world why, the te'lcher
of English cannot /... educate people out of their prejudices
“and at the samie tlnle give them some skills whicl®they can use
to- ad\ance what ver cause they set for themselves. That is
why*ve teach clua en the skill of reading and writing, so they
can_get ahead. If nchmg them standard dialect to use at their
discretion can get tllem ahead, why not help?

-~

What about the student wllu wislies to conform or nesnmll'tte" Shouldn't
everyone in a. free society have the choice to cSnform as well as not to _
conform? Should we limit the implementation of educational ‘policy to those ~

advanced by self-styled militants‘and liberals whose actual constituency in
both the majority and minerity community. may be f'll‘ more llmlted than
theix | hetoric would suggest? .

axwell (1159) writes:

+ Sledd argues from evndence avaxl.wble to hitpthat the black .
voungster may not want to speak the standard dialect. That’s
‘ﬁne and it should be his privilege not to do so. On the other
hand, it should also be his. privilege to put on the “man’s”
guage whenever-it suits  his purpose. #e should be allowed
« to make that decision as he shapes his dgéisions in life. But jf
he has not learned a second dialect, he’is without the means
to ‘make that decision. Unfortnnatelx,__declslons on- many edu-
%atlonal decisions must be made by’pnrents for their children.
ledd ‘has listened to militants, but he gives no evidence (or ..
ignores the evidence) that parents of black children conBist-
. ently want control of standard Erglish as one of their chil-
dren’s resources. And woe be to the school tlmt tries for less, o

&

Similarly in Hoffman (forthcommg) I submlt. .

Only a person who ‘is “functionally bi-dialectal enjoys the
freedom.to choose to reject or accept cither dialect, or to
use. both as the occasion demands: Proponents of . . . [argu-
ments against bi-dialectalism] .. . . seem no more willihg to
provxde the learner with the capability to make his pwn choices.

_than' the, prescrlptlve schoolteacher about whom. all eom-

s 'plnm. .o 3 X N

1 . ' }

Both Lpbo¥ and Stewart i in an unexpectedly heated dlscdssnon following

a paper by Allen (1969: 198 and 201-2) partially support an observation
which ‘I'invite the reader to consider and to be on the alert for: most

. opponents of bi-dialectalism have “"tl only a, passable but often excellent

command of some regional standard 2s 2well as control.of standard written

- English. I.W3nder whether the.opponents of bi-dialectalism permit their
.own children to attend schools taught by teachers who do not believe in
" teaching . standard English.. Further, why don't the opponents of bi-

dialectalism permit their own children to attend schools taught by teachers

~ who do not believe in teaching standard Bnglish Further, why.don’t the

opponents of bi-dialectalism write their articles in the colloquial language
of their dinlect area if personality and, content—not form—are to be the

. important cohsiderations of the futuge?

Occasionally in conversations and ‘in articles, the suggestlon is mnde‘
that bi-dialectal teaching shoild be avoided, because it may harm the

learner. Maxwell" (1159) replies to, Sledd‘ on this point:- &T
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“any

>

Sledd clains psychological damage to students whe iwould
be tanght a second dialect. He docs not offer proof of psycho-

_logical damage, and if he had some he would be hard put to
demonstrate that such'damage would have arisen exclugively.
from the fact of learning a sccond dialect. The many people of
apparently sound mind who ‘ean swntch "dialects cast doubt
on his assertions.’

" Linguists who sﬁpport the bi-dialketal ﬁpproach arc cnlled'ni‘rogant in

prescribing what others should do. Because of circumstances of origin,
cducation, travel, etc.,, many of us who support bi-dialectalism now are re-

gional and/or social bi- and even poly-dialectals. Regardifig -arrogance and:

credibility, the reader is left to draw his own conclusions.
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_ “LOVE ME OR LEAVE ME BUT nom’ WASTE THE TIME":
DIALECTS IN TODAY'S {scuools

Jean Mnlmstrom . e
. 1
- Hey, maybe 1 won’t be a grammntlcal Enghsh tencher, maybe
P C . 3 not a published BOOK writer, maybe not a bright black
B . shadow glowing deaddull not even knowing I'm not free, dan’t
move like I want to pinned to the pavement. You think I will
.ever sit down, brow furrowed, and figure out, try to figuré
. out want to figure out tifé sentence structure of everything I
. write? Lady, I just don't . - .
a. care : - :
. " b. have the time. . N
Too much do so llttle time. Love me or leave me b‘ut don
waste the

N .

}\Nn C. Baratz and Roger W. Shuy Wnslungton, D.C.: Center for .

Commumcatwn Barriers to the Culturally Deprived, Edited by Raven 1. 3

McQuown, Norman A. “Language-Learning. from an Ahrqgl:gé::ll Poin,tm

’ Shuy, Roger W. “Locating the Switching Devices of Oral Lémgunge » Oral

Dr. Jean Malmstrom ts Profcssor of Englzsh at Western Michigan Uni-

President-clect) of the Mzclmqan Council of Teachers of English and a
. . *former member of the NCTE Commission on the English Language. Dr.
: ’ Malmstrom, whosc magor professional concern ig “tcachmg teachers to
T - | teach linguistically” i8 the author of Language in Socletg Introduc-
- tion to Modern English Grammar and the co-author of inlects-—-U S.A.

tmd Teaching English Linguistically. .
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So, to his’ Enghsh teachér, wrote Warren Wnrdell a. Succesaful black
English major in secondary education at Western Mlchlgnn University, He
knows that language is the: key to both conflict and communication, a8
sociolinguists are making clearer every day. Language creates and con-
solidates social groups, separating .in-groups from_out-groups. . Conflict’
festers and communication falters unless ecach group ¢an say .to the others,
“with pride and honesty, “Teach me your language and I'll teach you mine.,”

Until - the English teacher can utter these words, with friendly, honest "

intellectudl curiosity, to his students who are nonstandard speakers, his
ten!:lung of standard English to these speakers will yield anger and des- - .
* pair, not joy and hope. Inside and outside classrooms, solutibns to social’
problems re(wrc.‘.respect for dialect differences. Classroom success begins.
- with teachers' respect for their ‘students’ dialects, both regional and social.
Without granting this respect to students, we teachers cannot ask students’
respect for our dmlects. Wlthout mutual respect, we» ‘merely “wnste the
- time” - . f‘

In 1963, the Nntlonnl Gouncil of Te.lchers of Enghsh published Dialects
—U. .S.A 1 It was B little booklet to help. students learn how geography
Affects *thé way we tnlk, in the United States. Since the 1930’s, “linguistic
geographers” had been collecting data on American speech - for the. Lin-
guistic Atlas of the United States. Their findings supported what we all
know from radio and television: a person’s speech reflects his geographic
bnckground The . differences result from ecarly settlement’ history, popula-
tiol migrations, physica) geog'lnphy, the presence or absence of cities, and.
the social structure of the region. The several ways each person speaks afe
technically called his “dialects;” and every lnngunge is a collection of all .
the dlnlects of all its spenkers

"As Dzalccts—-—U S.A. emphnsxzed “the word dtalcct has no negative or
evil connotations in the technical vocabulary of the modern student of
language,  Dialects differ interestingly in vocabulary, pmnunclatlon, and
grammar, As students and teachers- investigated regional dialects firsthand,
. they discovered that the man-in-the-street is amused by vocabulary dlﬁ‘er-
- unces, puzzled by pronunciation. differences, and offended by grammatical
" . differences. For example, he chuckles when he discovers that his deepdlsh
. apple pic is’ somebody -clse’s apple slump or apple grunt. But he. is pei-
- plexed ‘when 'he finds ‘that people from other parts of the countly “mis-
pronodurice” words; since in_ his opinion, his own prorunciation is thé only
“‘correct” one. His. puzzlement chnnges to righteous indignatien when gram- - - ;.
matical differences. confront him.' He abgolutely’ “knows” that he don’t and . “t
gin't are grnmmntlcully “wrong,” nnd he-feels subconsclously thnt they are -
also morally “bnd " . . :

-

The study of reglonnl dlnlects in t]le schools cnpltuhzes on all these emo-
tlons, which actually explain the built-in fascination of the field. People
.may be amused, puzzled, or angered. by dialect differences, but they are
..never bored. by them,. The mbellectunl spin-off of dialect study is that
teachers and’ students acquire a’ riew:viewpoint about both literature and
language. ' They léarn to observe how writers use dialect in literature for
many artistic purposes, and, as Alfred Dauzat said years ago in “L.t géo-
gruphle linguistique,” they learn

that words, like ‘men, qre ,bound to the earth. Their conflicts.
do not take place in thc clouds of philesophy but in one coun-
“ try or another, as men’s conflicts do .

1 Jean Malmstrom uml Annnbel Aehley
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Recently, men’s conflicts in ‘our. cities have spotlig(;wed the crucial im-
portance of social dialects. As we face the educational dilemmas of urban
: . gllettos, emotiohal reactions to dialects proliferate and mbensnfy. L.mgunge
- . - is the most accurate.single criterion of social class,? and racisnt in our
‘ r-country reflects in our national nttltudes toward social dialects. Since'the
. majority of the ghetto ninority is black, their speech is the controlling
. ) nonstandard variety, the king of the street. The language of the street
symbohzes intense intra-group loyalties and passionate social beliefs. This
is the prestige language that the ghetto newcomer to New York from
. Puerto Rico, for example,”wants to learn. It is his passkey into the'com:
manding groups of his neighborhood. The middle-class standard English of
.o the sclools engages his attention only spasmodlcnlly and artificially; his
- . involvement with.the street language is massive and automatic. As War-
ren Wardell says, lic does not attend “one of those littleredlilywhite school-
E e, houses where all the kids have the time to go lome and play stump fhe
s & o Enghsh teacher. Or go home and play. Or go lome.”.

. o : L - . . We pnt the cart. before the horse if we -assume thntwa nonstandnrd

. s : . . speaker nutomat(cally wants to learn standard English in order to increase

: s his economic, social, and political mobility. First, e must be .convineed ‘that

" such mobility is both possible and desirable. Skin color cannot” be changed
by dialect-switching;. and skin -color is -crucial for dur black majority-~*
minority. It intensifies all the problems implicit in social dialect differences, -

. inside and outside clnssrooms. Warren Wardell comments on lt to his .

- English teacher: : '

. ) ) -

- . I don’t believe- in your langunge and I don’t believe in you. -
Your language tells me that black is evil, magic, mysterxous,
.dirty. You tell me with thlgx same lnnguage I can get as far'yg
the white.boy? 1 got to write grammatically? I.got to write i
: . sentences? World’s not built that wny. 1 go to get a -job, old™}\
E : * . days, man secs my face, nowords of mine, just his, Not hiring,
“ Igotoget a job newdayshipperdays manseesmyface . (says Sit
e ' ) _ ' down Boy. Are you qualified? Don't call us, we'll call you.)
' oo "o " nowordsofmine, justhis NOT HIRING. If I'get ,A’s on my -
papers’it doesn’t make rie *happy, it surprises me. That some-, .
o one should go through all that trouble td' form A when all
" the A’s turn juto slmple casily made O with the Man. i

B IR . Soclolmgulsts .cannot solve these problems ?ut they can give us guld- T ;

, ‘ ~ "ance. They have analyzed social dialécts and thefr relationships to race, age, * - i“° .
o S . -'sex, and tlass in‘several cities—New York, ‘Washington, D.C., Chicago, s ) T
S - Detroit, for example. So far, mest work lias been done on the language of - , i o '

the black-ghetto majority-minority, though attention is also being paid to | AT

. i “the language problems of othet mmorltles—lndmns, speakers of Spanish . o o
ST c i+« " from Cuba, Puerto Rico, and Mexicé, and dlsadvnntnged whites from Ap-.l S : -,
e ' " * . palachia. Sociolinguists -have discovered that bla'ck nqnstandnrd English is ' g

oot o as patterned as standard English, with which. it contrasts in clear and . ’ :
v . . _. " definite ways. Though these contrasts are social markers,: they are relatively . . : , . '
' . .o . few. In other words, nonstandard and standard English ‘a uch more A - ¥ '
. . UL f alike: than different. But those few differences are the crucia blems for . ’ :
C ; . teachers who would bring the black-ghetto child into the mainstream’ cul- T - P

: "' ‘tare. Across the country, these patterns nnd contrnsts are the snme, a :

wt ’w:llinm thov. The Socinl Stratification of Faglish in' New York City, (Wnuhlnf : . . ! -
ton, D.C., Center for Applied- Linguistes, 1966). Lnbov summarizes some of his ‘findings n .

Stages n the Acquisition of Standard English,” Soclal Dialects and Language Léearning,” ' ' . =
mgz W. Shuy, cd. (Chumpuixn. lll.. Natlonal Council of Teachers of English, 1968), pp. ) ’
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fnqt that greatly sxmpllﬁes”the prepnrntlon of beachmg materials and tech-.
.hiques3. - - -
T . : However, the study of socml dxalects is not being Joyously welcomed mto o ' g
. .the schools, as the study of regional dialects was in 1963. Martin Buber S -
says that real ‘education ig nccepting the learner before trying to:influence - - |
him. Too often such acceptance is the lmposslble hurdle for the teacher. A * . .
teacher who thinks that nonstandard English is “wrong,” “bad,” “sloppy,” ] . .
ors “illiterate”” reflects his middle-class . values, clinging to hlb standard : Co
, English as a symbol ofhis middle-class membershlp. English teachers, both
" black and white, are members of the milldle class. A linguistically-informed .
" teacher knows that any language is a collection of dialects, of subvarieties - b
within dialects, and of stylistic varieties within those subvnrletlea. *We all . % . g
" need many types of language to handle various situations npproprmtely. :
"The teacher’s goal is to help students learn dialect-switching to cope in- T T
- telligently with all parts of $heir . lives. Speakers of standard and non- ’ . St
( : standard alike need to acquirg'such basic communication skill. v oy . '}” !
o . Working in New York City, William Labov has org;;mzed important - : R .
. phonological rules that cotrelate \uth crucial - grammatical inflections, BRI S s .
These correlations: produce homonynds in the ghetto child’s speech so that' AN - .
-he cannot hear, the mgnnls of standard English. In other words, his lan- : P ® o
guage lacks the signals'of school language;: these signals are “silent” just . : C o
like_the k of knife or the b of lamb in standard Epglish.. . . i C :

For example, Labov cites the follo\ymg phonoldgical variables.

. 1, r-lessness. The r is omitted before other consonants or at the ends . . o

' of wonds and is often omitted even before a,vowel, Thus the followmg pairs : ‘ -
are homonyms: . . - . ) - ; : -

guard/god - -+ fort/fought Carol/Cal -

nor/gnaw ‘ court/caught - Paris/pass

2, llessness. The same pntbcrn appears almost as oftcn with ! as with
r. The two sounds are" “similar in their physical productiont m the ,mouth.

“Dropping I's” produces liemnonyms like the followmg. L \ -
toll/toe . " tool/too all/awe
help/hep - . fault/fought Saul/saw -

8. Simplifi ocation of conaommi clusters. At the ends of words, one
consonant disappears from a cluster, especially those ending in t or d and
8 or z sounds. Thus the following words become homonyms.

past/pass . , - mend/men - . six/sick
rift/riff - hold/hole mix/Mick
' Note that lf several rules of omission combine, tuple homonyms can nppenr N . .-
e : . ‘told/toll/toe ’

4;-Other phmwlogzcal variables prodawmg other types of homonyms, .
For example, the voiceless th sound becomes f at the end of words: Ruth . :
and roof and death nnd deaf are. homonyms. Lack of vowel distinction. -~ P
makes homonyms of pin. and.pen, smcc nnd cents, sure and shore, for :
- example. . )

. . . ’ ‘| )
’Wllllmn Labov, The Sludy of Nonuhndnd Engllnh (chnmpnign. 1il,, Natlonnl Conn-
“cli of Tenchers of English, 1970); J. L.. Diilard, “Negro Children’s Dinloct in the Inner i
City.” Florida Foreign Language epoﬂor, Vol. & ‘Fnll 1967), | pp. 7.8, 10: Leo A, Pederson, . i
“Somo Structural Differences in the Speech of Chliengo Negroes,™ ﬂoclnl Dialects and. Lan:t :
. . guage Learning, op, -cil., pp. 28-61; Teaching English in the Inncr Cily, Ralph W. Fasoid
i ‘and . Roger W, Shuy. eds. (Washington, D. C., Center, for' Applied Linguistics, 1070): . 1
. - Lingulstic-Cultuinl Differences and American Education, Specinl Anthology Issuc, Florida R
Foreign Languago Repurler, Vol. 7 (1869). - L
]
f

¢ Jean Muimstrom. *Lnngunge nnd Slmntlon " An lntroduetlon to llodorn Bnl“l'l
(.ummn (New York, Hnyden -Book Co., Inc., 1968), pp. 2-44,
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. Thesé, phonologlcnl fncts./ and othe:;s; ~correlnte wnth gmmmar in com-
pllcated ways. For mstnnce. the loss of » affects the possessives your and
- their, making them homonyms of you and they respectively. The loss of {
affects the future-time forms: yowll and you fall together as do he'll and
“he, and she’ll and she. The loss of ¢t and d affects the past forms of verbs,
which regularly use -these sounds‘for signalling ‘the -ed inflection of the
past tense and the past pnrtlclple ‘The absence of s affects the present of
verbs and the plural-and possessive of nouns. These are only some.of the
consistent. phonological-grammatical conflicts between the street language

nd the school language. They can cause extreme problems in leﬁmmg to
‘read and’ writeé standard Englishs ' = . - 4

Soclolmgulsts can now rank contrasts bgt\\ éen the strect and school lan-
guages in an order of cruciality so that teachers can knowingly teach the -
problems and avoid.the non-problems.6 { order-of descending importance, .
the A\ve most crucial contrasts which brand the ‘speaker of blnk‘gk Engllsh

e enrs of his listener are ‘the follo\vmg. .

1. OmlSSIon of -8 from the third person. smgular of the present teme
of erbs (he go for’he goes).- n

.2 Multlple negation (didw't do nothing for dtdn't do anuthmg)
3. Omission of the.-s possessive suffix. (man hat, for man's hat).

4, Invariant .be (hc be home, WIth no standard’ equivalent, mea.mng -
«- something like “He is home frequently, ‘as contrasted with “He is home
permnnently" or “He is home at the moment”). ¥

-+ 5. The absence of be, the copula‘gr linking verb (he nice for,_ he 18 nice).

Oq the basis -of' this information, sociolinguists are now- propnrmg'
teaching exerclses. using foreign-language teachmg methods; wntrnstmg
tfo dialects lnstead of two languages. Four types of drills seem especmlly
cffective. .

- 1. Dzscﬁmmatton drills. As'stlmulus the teacher says pairs of 'sen- .
tences: He work hard and He works hard or He work-hard and He work
hard or He works hard and He -wiorks. hard. To each pair the student re-
‘acts by saying ‘“‘same” or. “dlﬂ'ereqt." Thus he shows his power to henr the
crucial -g of the third person singular present tense.

2. Identification drills. The teacher .gives a oné-sentence stlmulus and
the student identifies it as “standard” or “nonstandard.” For example:

He work hard “nonstandnrq” He: works hard “standard”

3. Translation drills. Students translate back and forth between the.
t-vo dialects, changing the stimulus He works hard to He work hard and |
the stlmulus Hc work hard to He works hard. Translation drills can be
complicated 'in various ways. For example, I, you, we, or they may be sub-
stituted for he, whereupon the crucial -s of the thirgd singuldr disappears. -
The student shows his understanding of that fact by replymg They work,,
hard to the stimulus They work hard. This knowledge is crucial because
. many nonstandard speakers overcorrect, generalizing . he works into I'

“works, you works, we works, and they ‘works. He needs to examine- the
entire set to see the point of contrast. Translation drills 1llummnte .the-
totallty, not merely the one ‘inflected form. )

" 8 "Reading- Problemu fot Ne ro Speakers,"” New Directions In’ Elemonury English,
Alexander «Frazier, cd (Chnmpulzn 1N, National Council of Teachers of Engiish, 1987),
pp. 146-167, updated “and reprinted as “Some Sources of Reading - Problems tot Negro

Spenkers of Nonstnndard ‘English,” in Teaching Black Chlldren to Read, Joan Barats .
nnd_’Rouer W. Shuy, edl. (Wuhlncton D C., Center tor Applicd’ Llnzuln es, 1069), PP.

"Wnlter A.- Wolfram, “Sociolinguistie Implicntions for Educa'.lonal enelnz," in
Fasold and Shuy, eds., op. ¢it., p. 117,
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- In ncqumng- stnn n;d Enghsh the child develops in deﬁmte stages;;-
He learns. his basic gfammar in his home to communicate with..the people.
-who. surround ‘him tHere, In his prendolescent years—from- about five to

. twelvea—he' learns, th “{vernncular of his nelghborhood, ‘the speech. of his -

‘students greater freedom to reply. The teacher may giye a nonstandard or .
. .the student to match_ the’ dialect. For example,.
+ . .if the teacher gives the mfstandard stimulus Your best friend work after

4 Rcspmwc drills. Although still’ cnrefully structured,,these d*llls give
standard stlmulus ‘and, as

school, the student replies in the same dialect: No, he don't, If the teacher

" . gives the standard stlmu5us Your fricnd gets good graides, there-are several .

. . standard-dialect optional réplies, No,-he doesn't or Yes, 3he does, for ex- .

-ample. To a nonstandard stimulus liké Do ‘his sister go lo/this school?. the = °
nonstandard. to

student has a wide option in answering, but must Teply i

show that he_has'recognized the dlalect- npproprlate bo the stnmulus 7

The\hn rtant bre 'tluough in thése exeréises |s the dehberate and
‘rcspectful use of nops
.and nonstandard sp

dard- dialect in ‘helping students—both standard
ers—hear the contrasts. Never:before has \such
proper respect béen P 1d to the native lnngunge of our black maJorlty-

playmates -and schoojmates. In early adolescence hé begins -to ‘understand

~ that ‘schiool language-differs from His vernacular; though che sfill speaks

only the latter. In his/ first .year of hlgh scﬁool at about age fourteen, as
he lﬁex_po,sed to a larger group than his im diate neighborhood, he begms

iff his language in the direction of sthndard English, éspecially in
formnl situations, The two final stages often. aré not reached by non-

" gthndard speakers. These stages are the ability to maintain standard speech
for any length of time—long enough for-a job integview, for'example—and .

the ability to use the entlre range of styles, shlftmg from standnrd to
vemnculnr and back again.8

~ If the teachet in a ghetfd school, hnvmg once been a nonstnndafd

“spenker himself, can nchleve the final stage of ﬂemblhty, he has a true ace . '
" in_helping students relax in the face of language study. He can convincmgly .

demonstrate hoiv to use both dialects, explairing how he recognizes situa-

_tions appropriate fo ‘each. His problem is- mmntnml‘ng an unemotional, ;...
objective, balanced position between them.  Lacking such ability, the

teacher may ask a-student to lead the drills. Interestmgly, motivated stu-

. dents enjpy such drills, revealing that common sense is one of the best and - *
" casiest ways of motivating lnng'uage study. .

A prossing responslblhty now rgsts on teacher-training mstltutmns to
set up courses in nonstandard English. Such courses already exist .in some

large universities—UCLA, Columbia Teachers College, Georgetown Univer-

-sity and Trinity. College in Washington, D.C., Northeastern Illinois Uni-

versity, and Michigan State University. Such a course should be part. of
every teacher’s preparation.

With linguistic insights and mformntlon and classroom expertme,
teachers bring hope to the disadvantaged black child. Without hope this child
expects failure by grade four, and, from then till he is old enough to drop

. out of school, he lags farther and farther behind his advantaged classmates
every year. The one crucial lack in the world-view of the very poor is hope.".

“Hope,” says Jules Henry, anthropologlst, “is a boundnry' it separates .the
—— -ﬁ

t Irwin Felnenbnum. *The Usc of Nonnlnndnrd in Teaching Standard: Cohtrut and
Compnrison,” ibid: pp. 92-100. Felwenbnums program for speakers of black-ghetto Eng-
lish has_been nublished as English Now (New York, New Century, Educatipnal Dlvlllon.
Merﬁdlth .gorpor'ntlon. 1870). It includes nudio-v nnnl mnteﬂnla a8 welL as workbooks and
tenacher’s ‘manua

'Wllllm Lnbov 'Sumeo In tho Aequloltlon of Slandard English,” op. cit.. pp. 91.92. 'v .
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; S -“amusing, to find that, for example, listeners. rated

Aruitoxt provided by Eic:

» . . . X . -

free from the slave, the determined fromthe drifting . . . time, space, and
objects really exist for us'only when wa have hope.” The culture of the very
poor is “a flight"from death”; only the “survival self” remains.9 -

— We need mutual respect, relevant programs, Xnd an end to toying with
. trivia. So we will motivate our black college students, and metivation, like
*hope, fosters the will to carry on. Then the Warren Wardells will no longer

e “ ° write: ) ; . /
.o o “ ‘ . » * You offer me no_né‘v'life'. but 'rnther\n resurrection of tfle same
et IR *. old bloody cross-bearing. - R ' ’
BTN - L : Y NI ;,A n"-.- . c .

. . o - ' ., :A. ’ .. .. v :- : ) : - . ! . I * . . ’ . '
PR " ., LANGUAGE IN THE CLASSROOM: STUDIES OF THE PYMALION EFFECT

B - o . Freglerick Williams a

‘ - T e Jick L. Whitehead ' ' '

. A . A .. : :

e L3

Although Shaw’s Pygmalion, as well as our everyday intuitions, make
: . 'us well aware of the relationship between speech characteristics and social
A ~ o+ .. "  attitudes, ‘only in the last decade ‘has this relation been examined as a -
A . .  + topic of behavioral sciences researeh. Perhaps the bést known studies along

- ' y. -~ this line havé' come from the work of the social psychologist Wallace Lam-

. .bert and his associates. at MeGill University.l' Among such studies have

. heén experiments where, for example,. listencrs would assign personality
characteristics thought to be associated-with speakers of tape-recorded ex-

Iy

amples of French and English speech. Unknown to the listeners was| that °

. . : the samples spokep in the two languages were carlier recorded by persons
'o.‘.._}'. . : : .Y who were perfect and coordinate bilinguals. Thus it wgs. intcresting, if not
T ' : Snglish speakers as
better looking of more intelligent than their French-speaking counterparts,
.or that the French speakers were more kind or religious. N )
v - ¥ *Whito P.eopl'?'a 3‘lm¢: Co;o;ed i’o;)ple's Time,” '.l‘h‘u. Disadvantaged l.ul:ner:‘l(nowinc.‘
Co., 1966), pp 167-100,

- W, E. Lambert, R. C. Modgson, R. C. Gnrdner, and S. Fillenbaum, “Evnluntional

. Renctions-to Spoken Langunges,” Journnl' of Abnormal 'and’ Social, Peychology, LX (Janu-

ary,  1969). 44-61; M. Anisfeld. N, Dego, and ‘W. E. Lambert, “Evaluntionni Reactions to

Accented English Speech,” Journal of Ahnormal and Social Psychology, LXV, (October,

: 1062), 228.231; E. Anisfeld and W. E. Lambert, “Evnluationsl Reactions .of Bilingual and

! . Monolingtial Children to Spoken Lnnguage,’” Journal of Abnormal 'pnd Social Paychology,
| . LXIX: (July, 1064), 89-07: W. E. -Lambert, M. Anisfeld, nnd 'Grneer Yeni-Komshinn,
i ’ *Evnluational Renctions of Jewish nnd Arnb Adolescent

s, t
tions,” Journnl of Perwonality and Soclal Psychology, 1I (July, 1066), 84.90; and W. E.
Lambert, Hannnh Frankel, and G. R. Tacker, “Judging Personnlity..Through Specch: A
. , French-Canndinn  Example,” Journal of Communicati XVI (D ber, 1066), 806.821, .
. ‘ . . . N . Y E
N N A . .

. . n [ *
(0 " Professor Frederick Williums is Director of the Center for Communica-
| tion Rescarch in the School of Communioation at the University of. Texas
- at Austin. Prior to-his coming to Texas, he was a member of the senior”
research staff of the Institute for Rescarch on Poverty at the University
J| ‘of: Wisconsin, Dr, Williame isthe author of Reasoning with Statistics,
. ] Language .and Poverty: Perspectives on n Theme -and the:forthcoming
- Language and Speech: Basic Perspectives. Dr. Jack L. Whitchead is a
membeg of the senivr research staff of the Center for Communication
Rescarch and Assistant Professor of Speech in the Schoql'of\ Communi-
cation. Professor Whitehead is the author of scveral rescarcharticles on
lariguage and attitude and‘\on small group communication.
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To anyone who has worked with minority group children in the class-

"roomm, there is the question of the degree to which the speech of such chil-

dren elicits social stereotyping in the'mind of a teacher; \and whether such
stercotyping and’ assbci&teg attitudes might mediate the Yeacher's instruc-
tional behavior toward the’child. This latter question, of
the theme of Rosenthal and Jacobson's.ngy well-known
Classroom.2 Thesg, researchers found a inble correlation
nientally manipulgted attitudes of teachers toward children and the sub-

sequent progress of those children in their ®lasses. -

The research to be summarized in this paper reflects the\first step in
the above relation—thgt is, the degree to which the speech characteristics
of children can be related to the attitudes of teachers.’ A

~

e Background - o CoL

™ : - .
One main study, the details of which are reported elsewhere, led to the
present: research involving teachers’ attitudes. Sound tapes of speech sam-
ples' of Black and White, inale and female, fifth and sixth grade children
sampled from low and middle income families served as stimulus materials, - -

in this initial study. These tapes reprgsenbe'd-vdriations among degrees of- ° "
‘Negro-nonstandard English .as well as White children’s speech- variations )

urse, relates to ~ . ..

relative to standard English as. recorded in conversations between a lin- e

guistic fieldworkér and the child. The conversations»were in response to . "‘

two initial questions and followup inquiries: “What kinds of games do you -

play around here?” and “What are your favorite television programs?” ‘
In the first phase of this research, individual teachers from inner-city

schools in Chicago were infgrviewed according to a procedure whereby

' - selected samples of the above tapes were played;~then" the teacher was

asked to describe -her impressions of the chijld—e.g., his .cthnicity, educa- -

" tional background, language and speech characteristics, and so on. Adjec-

tives from these free-responses® formed the- basis for the development of
‘rating scales’ that were eventually used to obtain quantitative data on -

- teachers’ attitudes. A sample of one such scale appears as follows:

THE CHILD SEEMS: hesitant—:—:—:—:—:~~:—enthusiastic _

L4

* In subsequent pliases of the! research, samplé groups of teachers from
the same population were adihinistered seclected- tapes from the above
materials which they then rated on scales like the one above. The result of
this series of projects was that although teachers would use some 22 in-
dividual- scales in rating children’s speech, their ratings were generally
symptomatic of only two main. evaluative dimensions.4 One of these dimen-
sions was labeled as confidence-cagerness, which was a reflection of highly
similar ratings on-adjectival scales such as “The child seems: .unsure— -
confident” and *. . . reticent—eager.” The second main dimension of
cvaluation was labeled as clhnicity-nonstandardness, as identified ffom the
apparently global ratings given on such scales as “Pronunciation is: '
standard—nonstandard” or “Grammar js: good—bad,” and so on. In~
sum, the evidence pointed to’ the generalization' that teachers typically gave

1868)= Robert Rosenthal and Lenore Jnﬁobuon, Pygmalion in the Classroom (New York,
. ® - . ! .

3 Frederick Willinms, *“Paychologicol Correlates of SIpceeh Chnracteristics: On Sound- -

_ing ‘'Disndvantagcd,” ** Journal of Speech and Iearing Research, XIII (Scptembery 1970), .

412488, . ) . .
4 For ‘the stntistically inclined, theso dimensions were’ obtaingd by n foctor atlalysis of

the scole intercorrelations. Such an nnolysis nska whether persons’”uses of the dutailed scales
* roflect more globn! judgments as indicnted by very similnr (correlated) uses of selected scales.
It foctors can be found, it is tho reacarcher’s tisk to interpret and label them (if possible).
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rather global evaluations of children’s speech, but that these evaluations

were along at.least two relatively independent dimensions. © s
That the above judgmental®dimensions had been validly identified was

supported Bx two types of infarmation. First, the children who¥had been .

‘selected from thewlow and middle income groups, and whose speech re-

flected- this social stratification, were reliably differentiated on the average
along the above two dimensions. That is, the middle status-children were
typically rated as less nonstandard and ethnic-sounding, and as more
confident and eager than their lower status counterparts. Second, it was
eventually possible to predict mathematically teachers’ ratings on the two
dimensiops by using. several. characteristics of' the . speecch samples as
predictor variables. ‘I'hus, for example, deviations from standard English
in progqunciation or use of /s/, /2/, /@/, or / o/ phonemes and pronominal.

- apposition were salient predictors of. nonstandard r(z;éin'gs, and the lack of

hesitation phenomena was an éffective predictor confidence-engerness '

Onc unexpected finding in this early research was that “individual
teacher-raters were sometimes quite consistent with themseclves in terits

, of their ratings of all-Black chlldren or all White children, apart from the

actual income group of the children or even details of their speech-sam-

ples. The latter point, of course,.‘-’reﬂ"ects a lack of predictability of ratings

as based upon quantified- charactéfistics of the samples. This phenomenon - - \

suggested that some teacher-raters (or some teachers in' .some ratings)-
may have been reporting simply stercotyped judgments of a category of

~child rather than their detailed perceptions and evaluations of . what was "
.presented on the stimulus tapes. Although the results are too detailed to .

be summarized here, further evidgnce of- the.stereotype biases of individual

. raters was .revealed.in a’ companion study® (using the same data) where

it was found that various teacher-raters could be reliably grouped together

-on the basis of their -commoenality in' rating certain types of children on__

certain scales. N P . .
The consistent and roddily interpretuble results of this earlier re-
search prompted two main questions for further study:6 . o
1. What is the generality of the two-dimensional judgmental model
« when the teacher can see as well as hear the child-speaker?

2. What ig tlie relation between a teacher’s ratings of children and her - °

stereotypes of- children of. different income groups and ethpicities?

B -Genér&lity of the Judgmental Mode_l' : S ,

_"In a new series of studies, the same technique for deriving rating scales
as described above was undertaken, but this time, videotapes rhther than
gimply audio tapes of children’s speech samples were emiployed. These video- -
tapes were obtajned by interviewing ‘¢hildren’ from spécified income and

. ethnic neighborhoods of Austin, Texas and,its environs. The. tapes in-
-cluded. samples of children from Anglo, Black, and Mexican-American fami- )
lies,” and within each of these groups, children fro_}gu low or middle-status "

'l'm C. Nnremore, ""Tenchén' Judgments of Childien’s Speech: A Factor Analytle

" Study of Attitudes” unpubl., Ph.D. diss. (Unlversity of Wisconsin, 1969).

¢ ‘Technical reports of thesc studles are . vailable from' ERIC (numbers not yet nssigped}
ns: Frederick-Willinms, Jack L. Whitcheid, and :Jane Trauptpann, «'Semantic Differdiitial
Sculing of Audiovisunl Recordings of Children's Speech Samplés,’ technical report, (Austin,
1970a) ; Frederlek Willlams, Jnek L. Whitchend, aud Jane ‘Traupmann, "Latency of
‘Leachers’ Semaatie Diffetential Ratings of Children’s Specch,’” technienal report, (Austin,
1970b) ; Frederick Willlams, Jack L., Whitchend, and Jane Trnupmann, *Correspond.
ence Between Semuntic Differential Rutings of Children's Speech and $peech  Antlelpataed
upon the DBasis of Stercotype,” technical report, (Austin, 1970¢). . R '

1.The authors arc nwarc- of the problems /nvolved In labeling ethnic groups. Since,
these labels nre used in our technieal reports of this research, we hate chosen to use them

" again here. - P
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. scalos were as folloWs.

LA

<. 8 The value in

’ \ ’, / . ~N.
fathilies. Imtlally, six " children were mterviewcd for "each ethno-stqtus

* category. The interviews were conducted in ‘a_living-room-like' atmosphere

. by a.24 yenrsold" Anglo female fieldworker, Each interview was' from fivg,

_to ten .nrinutes jn length and was guided,by the fieldworker’s ‘questions

* about’ games and television (as in the earliey stidies): ! _
The’ ad;ectwes used by small snmpies of teachers who vnewed and de-

- seribed their impressions of the: children in the v1deotap}7 were again used
“ - as'a basis for’developing rdtmg scales; An experiment:

)

set of 59, scnles
was used by teacher-raters in a. testmg design whereby ratings wefe ob-
tained of children in the six differerit ethno-status categories and epch ina
video-only; audio-only, and audio-video presentation modc¢, In this phase of

- "the rgsea\gh; teacher-rateys also had the opportunity to omit the use of ‘any

individual scales they thought irrelevant to their judgments.’

Statistical analyses of all ethno-status and presentation modes combincd .
indicated that the data” fit a: two-dimensional judgmental -model nearly
identical to' the earlier model. The .dimensions and their mnm ‘correlated

Conﬁdmce-eagemeas - - , K
The child seems: n(t‘twe—pnsswe (.86) 8" Lot
The child seemstto: enjoy talking—dislike tnlkmg ’.85)“‘
The ‘child seems: hesntnnt—enthusnnstlc (84) - '
_** The child scems: shy—talkative (.83)

The child seems enger to qpenk——retlcenf to spank (83)

Ethnmtymonstandardneas o . ’ . i -

The - lnnguage ghows: a, stan{ard Amencnn style—mnrked
. ethnic style '(.90)

The.language spoken in the thld’s l;\ome is probnbly standnrd
|, American style—marked ethnic style (.90) .

The z{:lld scems. culturally: advantaged—:disadvantaged (80)

, The child’s family is probably:: hlgh socla.l *stntus—low socml

status (.80)
Pronunciation is; stnndard—nonstandard (10)

Separate analyses o{ rntmgs of children in’ ench of the etlmlc categorles:
revealéd nearly identical versions of the above results, thus testifying to

the genernhty of the Judgmental model across at lenst the three .ethnic -
. groups. Separate analyses of cach of the presgntation ‘modes also ynelded

cvidence of the two-factor model. However, the results closest to thode given

- above were from the audiovisual mode, wheréas by. contrast 'the video-only.
. mode showed relntwely less usg of the. ethmclty-nonstandnrdness scales. ;

In ‘sum, the regults ‘indicated- n positive -answer to the, first question—
" the two judgmental dimension ethnicity-nonstandardness and confidence-
cagérness were found relevant to Ythe situation:where teacher-raters saw the
ch. .
> ' .

Relattons of Judgments KStereowpes DEEEE S

o

children ‘as well as chenrd thelr B8

In subsequent research the second questibn was nppronched by having
‘teacher-raters judge children: who were “not seen or heard but described
for them'in a ster eatyped fnshlon Ratings of the children as. imagined: from

these descrmtnons wero then ,compnred with ratingé ff’ actunl speech sam-

7/ + -

« mnrkt.'dly high.
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renthesls is a eorrelntlon eoemelent 'l‘l;mo hnvo a rnnuo from 0.0,
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ples' (videotapes) . Six.di'ﬁ'erent Etereotype'descript"n,ons were prepared,” one

for cach category of childrén -in the videotape samples. As examples, the IR oot
descriptions for a low status Anglo and a-middle-status, Black child were o .
asfollows e Y . v,,fs/.".‘%!, FRRRN T \.
*-le is Anglo nnd lives, \\'ﬂ.h lus mother who is a laindress ‘and sk A §
is three brothers and one sister in a lower class nelghborhoad b

R He is Black and the son of a profusor of sociology at the
Umversnty He lives in an umfer-m;ddleehss nelghborhood
3 X e
Ratmgs of all six stereotype descnphons were .obtained from each’ ' -

teacherirater approximately one week prior to, nnd one week after ratihgs - . i AN
of actual speech samples, Again ratings were also obtained for the video- - . . 7
, tapes of the six categories of children, but this time results were analyzed C - N . .
* directly in terms of the’scales constituting ‘the two factor model. - .. ) ) o

Results indicated a_definite, but only moderate, statistical relation be- ! ’ . L e .
- tween ratings of the stercotypes and ratings of the children. Thatis to .  ; . . ra
| say, asa teacher ‘tended, for .example, to rate the Anfzlo samples as-rela- T ) s .
tively high on the conﬁdence-engerness scales of :lew in ethnicity-non- AR LT e
stnndardnws, she tended to rate the’ actml (videotape) * samnle» accordingly. - : v
The nmphcahon of the foregomg relatioh and tentative . answer to the o . .
. sefond question, - was 'that rather than Yeporting only a stereotype when . ° K ) ’
" rating a child, a teacher-rater- may have been rating the videotape samples = = .° . . - . - o S
- relative to‘her stercotypes: That is to say; stereotypes may mediate i the | ’ . . LA
- differentiation ‘of ‘the speech ‘samples, but the teachér-rates - neveretheless * - . . .
is still somewhat . sensitive to individual differences within presumed cabe- e :
gories of children grouped: on an ethnicity-by-status basis.” . R " ..\. e e
-Although. the: £ollowmg is’ properly the subject -of further research lt . :
may be that 2 teacher's sensxtmty to individual differences among chxldren o S - S
in the above cntegorles is reﬁected in her tendency to gxercise grenter o L e
differentiation in rating. actual speech samples relative "to the ratings A o,
given for stereotypes. Conversely, the less sensitive to indiv@ual’ differences . e e e
_ a teacher is to children of a particular category the more the ratings. of . - o .
actifal children may be undifferentiated from a stereotype. Put in anee- - S : et
dotal terms, this latter exa"ﬁi’ﬁl" constitutes g _case of the  “they a.]l look (or - SRR o
sound) ahke" attitude. - A
thbltcatwns A ' W g ) v
* Although studies in the eurrent pr(\grum of ‘research contmue, e find-, © . : S -
mgs to date suggest & number of implications. SOme of thege are, of%c urse. - CoLn e : Tt e
- theoreticpl,¢but for this report the practical wxll be emphasized. . e . s . -
One significant shift of thought ehnllengmg English language instruc- - . . o R
. tion in the schools today is that differences in'language habits, particularly - o B
_ those of minority group children, haye been too often confused as deficifsd - _ ' :
The, fact that, for example, teachers in ‘this res¢hrch program havé con- . '
sxsbently based about half of their judgmental perspective upon nonstand-. .- o
ardness is symptomatic of a prescrnptxo{nst (for standard Enghsh) rather = . . -
than, .say, an aptness or a communicativeness  criteri in evaluating" o . . . )
childrén’s speech. This hints of a major shortcoming ‘in ﬂat teachers-are . T -
taught about the larguage of: school children, one of'where the ends i - : :
teaching English overshadow the means. Perhaps too much is stressed about B
the obJechve of teaching (and expectmg) ‘standard Enghsh rather than the

-y

*Thia fssuc is discussed further in Frederlck Wlll.en\s. "Lnnzueze. Attl[udo. and Soglal . ! :
A (él;;llﬁ." {swl),mmze and’ Poverty: Perspectives on a.Theme,, ed. Frederlek Wllllarnl L ) : L
cago, ) ) . .
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. . : eareful dlag'TIOSIS of cxisting linguistie enpablhtles of children ag a startmg ]
: point. The designation of monstandard (or partnculn‘rly as some say, 8u6-
standard) implies a classification of “deficiency”.in a child’s speech which .
Lt overlooks that a child speaking a nonstandard dialect of English may be\as.
*7 ¢+ developed, psycholinguistically at least, as his standard-English-speaking-
: : mate. To emphasize the point, this is not to .arguo agningt the merits of
« standard English as an instructional objective in° American schools, bu
.. i stress-that teachers might benefit from knowing more about language- dl
) ferences-in children as a-means fér improving English instrittion. If onl "
st " for defining an instructional starti int, an ability to diagnose -what
L. T . . child can do linguistically in nenS apda,rd English, should mtroduce .some
) : efficiencies’ into_ English language instruction.
. .oy . Just as the present studies imply a bias in .teachers’ nttltudes toward
W .o ' nonstandardness, they also suggest ways -to measure such bias’ and still °
o : : . - 'meore to gauge the effects of teachér training. v . \

As mentioned carlier, ,tenchers stereotype ratings appear quite con-
sistent and do scem. to influence . Judg'ment.s of actual' speech. If these
o * stereotypes somehow sérve as judgmental “anchord)’ then cffectiveness;of

: < - teacher training in language differences might ,be gnuged by shifts of the

anchor point as well as by increased differentiation of actual speecH ratings
about that point. In al, the instruetional goal in ‘teacher training would be °

g The goal is to reduce the cffects of a teacher’ ] stereotype bias in evaluatmg \
' . the language, of her pupils.
: ' As .Eliza .Doolittle counseled Professor Higgins, it is how you treat
_ people that nfakes them what they are to you. The same advice seems 'per-
tinent to the reduction of teachers’ negatwe sbereotypes of chlldren who
speak nonsbandnrd English.

[N
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Section 5: The Historical Perspective
| ' BLACK ENGLISH IN NEW YORK
) " J.L.Dillaxd

. For a long time, it has been fashionable to refer all the problems of
‘Black-white maladjustment to the South—to assert that the Northern ver- .
sions of those pigblems are the result of, migration, especially during
World War II and immediately .thereafip#” While it is undoubtedly true

- that ghetto problems jn Northern citi were .intensified—and, perhaps
more importantly, came national attention—during that 'period, it is
not strictly true, historically, that the same problems had not existed for a
long {ime in cities like ¥ew York. In the area of language, BlacktEnglish
"(Negro Non-Standard Engligh, or “Negro ‘dialect”), although perhaps
represented by less divergent (more decreclized) varieties in the Northern,
cities of the nineteenth and twentieth centuries, proves to have been there all
along. ’ .

Segregation and prejudice, although over-simple as explanations of the
origin of a language variety, are of great importance in explaining the
maintenance of that variety alongside Standard English in the same geo-
graphic areas. The patterns of these social problems in New York prove

" to have been more like those of the South than has been generally recog-
nized, In colonial New York, slavery was as widespread and as oppressive
as it was further to the South. The Black Code of New York City was.
second only to that of South Carolina, and not less oppressive by much
(Leonard, 1910:210; Szasz, 1967:217). Racial separation of this sort pro-
n}obed the*maintenance of different language varieties.! - :

" There was prominent in the West African slave trade a Pidgin. English a
(Cassidy, 1962). which was ereolized on this continent, in the West Indies, .
and elsewhere- (Bailey, 1965; Stewart, 1967, 1968; Dillard in press). At
base, this English Pidgin consisted of English vocabulary within the struc-
ture of Portuguese Trade Pidgin and the Mediterranean Lingua Franca,
Sabir, with of course a large number of Africanisms, especially in phonol-
ogy. Creolized,-this variety of English gradually changed to be more like

those varieties which came more directly from the British Isles (Bloom-
field, 1933: 474; Hershovits, 1941). The results of this process are well

.~ known insofar as the still largely creolized variety found in the vicinity of

. the Georgia South Carolina Sea Islands is concerned (Turner, 1949); but
it has only recently been shown that taé earlier history of the English
dialects of North American Negroes in general was almost exactly like
that of the residents of the Sea Islands and of the West Indies (Bailey,
1965; Stewart, 1967, 1968; Dillard, in press). ,

10n survival of African cultural practices.’ sce (among many sources) Gabriel Fur-
man, Antiquities of Long Island, New York, 1876, pp. 267-269. ‘Y :

‘School of Hiumanities and Suvcial Sciences of Yeshiva University (New
York). He was associated formerly with the Institute of Caribbean
Studies at University of Puerto Rico.and with the AID in Cameroun.
Dr. Dillavd also served. as Fulbright lecturer in Burundi and as re-
searcher in the Urban Language Study Project of the District of
Columbia. He hag published in professional journals and has in press a

number of studies on Black English. . ‘

. e
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* Franca was' especially characterized by ‘such vocabulary sub’stitut.ion

Those West African slavesx who came to New York in 1625 hud such.
interesting names as “Paul d’Angola, Simon Congo, Anthony, Pprtuguese,
John Francisco, and seven others” |0 Callaghan, 1867:xii). They and those
slaves who soon followed them faded the pxgblem of using, in interaction
with their Dutch masters and with the fellow slaves who came from widely.
varying African language groups, a linguu franca. Some of the solutions,
in the carly days, were provided by the use of African Languages like
Wolef or Mandingo, along witl” which the slaves brought West African
cultural traits like the use of day names (i.c., Cuffeec ‘male.born on Fri-
day'). Pidginized versions of European languages, especially Portuguese,
English, and French, came, however, to huse a more general—and thexe-
fore gnore useful—function in_the_ slave,community. Use of a contact lap-
guage was all the more mandatory because “a dozen or 15 European: lan:

- guages might have been heard in the streets of the town” (Ulmann,

1931:6). . .

To linguists, particularly those specialized in Creole studies, the notion
of a Dutch Creole poses some special ‘problems. The definition of a Creole
i$ ‘a Pidgin which has become the native language of a speech community’;
but there is no record of a Dutch' Pidgin. There are abundant records ofu
pidgin varicties of English, French, and Portuguese—in West Africa and -
in the Americas—and there are, borrowings from those pidgins in West
African languages like Temne and Twi. But there are no such borrowings
from Dutch, although ‘there are traces of Dutch cultural practices (Schnei-
der, 1967).. It scems inescapable that early linguistic berrewings, especially,
were made throygh the medium of the pidgins, and that there. simply was
no Pidgin Dutch. - : .

The answer seems to be tha: the Dutch, nlong,_\\'itf\ othor Germanic—
Danish_and English—traders, made use of the Mediterranean Lingua

. Franca {Sabir) and the Pidgin varieties of Portuguese and English. A

small nation,. trying te hgld its own in the maritimé competition, Holland
was inclined even then to make up the difference in linguistic virtuosity.
Their slaves, the earliest in _the New York area,may have us®l Pidgin
English, Pidgin Portughesé, or Pidgin French along with Wolof, Man-
dingo, or some other West- African language, for the purposes, of a lan-
;:E§1ge of wider communication. But there we “é"mnny reasons why Pidgin
Triglish would have been the most useful of these closely related (Thomp-
son, 1961; Whinnom, 1965) languages. Because of constant confact with
their Dutch masters, they naturally took.a fot of Dutch vocabulary into that
Pidgin.2 The same process has taken place in the English Creoles of

.Surinam .(Rens, 1953), which ave easily mistaken for varieties of Dutch

by unwary English-speaking people. This process is<known as ‘relexification
(Stewart, 1962; Tavlor, 1960) and contact languages like the pidgins and.
creoles are especially prone to that process (Whinnem, 1965). Lingua

LSchuchardt, 1909). - . R

2 This process, enlled refexification In Stewurt, 1962, led to the development of Pidgin
English (and Frengh): on the structural model of the Portuguese Trade Pidgin. “There are
some overt statements: ’ *

The English huve in the River Gambis, much cortugted the English language

by Words or Literal Mransintions from the P’ortugucse or the Mandingoes,

(F. Moor¢, Travels into the Iniand
, Parts of Africa.” London, 1788, p. 294)

Rielexifiention of Pidgin English with (e.g.) Dutéh vocabulary items would be o continua-
tion of the saume process. There is indirect evidence like the following statements:. :
: Yen the name of English.rien were [sic] a0 famous in the Enft., that the
Hollunders in their first tead® thither, varnished their obscuritie with English
. L] N

‘lustre, und gnve themsclves out English,

(Hakiuytus Pésthumus, or .Purchas His Pilgrimes, i1:288.
The statement is dated 1591.) ’ :
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Tne Dutch Creole, whatever its origin, of the slaves 02 Early New
Amsterdum/York is an interesting historical topic upon which not even the
preliminary spadework has been done. For present purposes, we can go. .
into thg matter no more deeply than to say that Dutch Creole existed in the :
state from sometime after 1625 until at least 1910. A wide-ranging re-
searcher nanied J. Dyneley Prince (who also did some of the only work on
American Indian language-based pidgins in the New York/New Jersey oo .
nren) recorded some “Negerhollands” from Suffern, N. Y., in 1910. Although, : -
in his-day, he could hardly have anticipated the hypothesis that Pidgin
English was at the base of the Dutch. Creole (first formulated, insofar as I
know, by William A. Stewart and myself in 1970), he did note that many
of the Black Dutch forms were English-like rather than -Dutch (wan
‘when,’ rather than waner), and that there were such (typicnpy Creole, in
effect) grammatical features as the use of an unmarked verb in a past-time
environment. These strikingly non-Dutch grammatical features are also
characteristic of the Dutch Creole texts rccorded by Hesseling *(1905) and
Josselyn de Jong (1924, 1926) .4

It would be difficult—perhaps even impossible—to recover blogrnphlcnl -
details about Prince’s “Negro Dutch” informant, seventy-five year old Wil-
}inm De Freece. But we can.look into carlier times and find a famous in-

ormant about whom a great denl is known—Sojourner Truth, formerly a
slave girl named Isabella who reportedly spoke only “Dutch pntons” until

she was twenty-one. In an interview with Sojourner Truth (Atlantzc. .
Monthly, 1863), Harriet Beecher Stowe quoted the former slave girl in a .
variety of English which is not too far removed from that of inner city ~ °

Y and rural) Blacks today:

I journeys round to cnmp meetmgs, an’ wherever folks'is, an’ - ] N

I_sets up my banner, an’ then I 'sings, an’ then I preaches to :

‘em, I tells 'em about the sms of this people. A great many

nlwnys comes to hear me; an’ they re right good to me, too,

an’ say they want to hear me again: :
(“Sojourner Truth, The Libyan Siby),” . *
Atlantic Monthly, 11[1863]:478).

So;ournex ruthr is represented by many writers as a very fluent and . S .
powerful public spe.lker—zinothm of ‘the many who put to scorn the notxon

that Black English is & limited lunguage variety—even if she did occgsion-
ally have to grope for special vocabulary items like inteliect. Blt%,ztally

* new language, learned at the linguistically ndvnnced age of twenty-one or

more, would be a surprising vehicle for such public performance. True, .
"Sojourner Truth was an unusual woman—one whe might have mastered . BTN

—_

3There are su\lemn.nu susceptible 10 rcinterpretation in nonlinguistic worlu Ilke .
Vanderbilt, 1881:560: : .

For a long time [among the Negroes of New York City]) in this mingling of N

two languages, neither wes grammatically lpoken, bad Enzlhh and worse Duteh

was the result « « o -
It is amusing thut English Creole in the Guyanas today is often called *bad” English (by
Dutchmen) und “bad Dutch (by Englishmen and Americans):

¢ Virgin Islands “Dutch” Creole appesars to have been, in the verbal auxllhry syuwm.
at least, closer to the Afru-Portuguese ‘Irade Pldgin whlch was more or less original In
the elave trade than Sranan Tongo, of Surinam. Thus we find nol only le (from de. by
regular phonological change) #s a durative aspect marker but lo (from Portuguese logo,
sce Schuchurdt, 1882) as a future marker. There are muny other structures which
are common to the related Pidgin and Creole langZuages, like the anliclpatory verb In*

Slaep me ka slaep
(Hessellng, 1906:217) . . :
the -imple negation with no 3 S . : -
- Ml no’ wll *Dat wil Ik nlet’
(Ibld.; 173)

"iw use of kaba ulrendy (from l"ortmluese Trade Pidgin ulu), and ‘the use ‘of the preposl-
tion na.
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many language varieties. But it seems quite plausible that she was helped
along by the fact that hér original Dutch “patois” and-her new Black
English were rather closely related, that both of them had some historicai
roots in the maritime Pidgin English which was the source of the Erglish
varieties of the slave trade—among other varieties. .

Even without the Dutch associations, Pidgin English had come to the

, New York area very early..Sarah Kemble Knight reported of her trip from

Boston to New York (Journal, 1705) that she had heard a current story

. regarding the attempt of a couple of justices to commundcate in their clumsy
" Pidgin English with an Indian who was fluent in it. The Indian—who had

. been accused of delivering stolen goods to a Black slave—failed to under-
stund the Pidgin English form grandy, although that belongs to the ear-
liest Lingua Franca stratum of the background of ‘the language. It seems
very likely that the Indians got the Pidgin English originally from their
Black fellow slaves (Dillard, in press, Chapter 1V); but they must have
) altered it somewhat, especially in the.manner of introducing vecabulary-
. items and loan translations (“calques”) from the Indian languages. The
: . Indian calque for yrandy'fs the well-known heap. Although it is popularly

. believed that the history of Black English took place below the Mason-Dixon

Tline, there are eightcenth century attestations of its use in Massachusetts. |

. " (from Cotton Mather, among others), New York, Philadelphia (from Ben-
/ jamin Franklin), Maryland, and Nova Scofta (Dillaid, in preparation).

Within the colony of New York, perhaps the most impressive evidence

is that provided by Justice Daniel Horsmanden’s The New York Conspiracy '

“% ... 1741-42. A witness at the trial of the alleged conspirators of the “Negro
Plot,” Jack posed some language problems although he spoke “English”

his dialect was so perfectly negro and unintelligible, it was
thought it would be impossible to make anything of him with-
- out the help of an interpreter. (1810 edition, p. 127)

There were, however, two young (white) men who had learned the dialect
and who acted' as interpreters. Jack was an acknowledged leader ‘in the
Black community, so ig'cn hardly be that he suffered from a speech im-
pediment. Furthermord, Horsmanden gave enough samples of his specch
like ° -

> . His master live in.tall house Broadway. Ben ride de fat

) horse. » © ~(p. 128) ) - )
~ und enough other reference_s to the gpeech of contempor:;ry Blacks like

- . . Backarara . . . ‘Negro language, signifies white. people’

, (p. 331)

. ... the house .. . This in the Negroes dinlect signifies
.hruses; i.e, the town. . (p. 209) .. .

to enable us to recognize the obvious relationship to other contemporary
- Black English varieties. Whites of the period were familiar with the exist-
. ence of this variety in-New York; but only a few like the two young men,

apparently, really mastered it. Jack’s mot overly long testimony required
_ three days of the court’s time. ' -

In the nineteenth century, Black English is widely represented in lit-

s erary texts set in the New York area. James Fenimore Cooper, whose prac-

+ tices have been severely attacked but just as strongly defended, put a

* rather greatly decreolized Black. English into the mouth of Jaap (the
Santansoe novels) and of others of his Black characters: e

I'm York nigger born, and nebber see no Africa. .

.' (Santansoe, p. 149) !
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'Even Natty Bumpo included Pidgin English among his many linguistic ac- °

complishments. Mark Twain’s brilliant criticism of Cooper’s “Literary
Offenses” goes aground herg; In the world of Pidgin/Creole, many a
speaker uses one variety of ‘a language six days a week and quite another
varjety of the same language ‘“‘on Sunday.” Twain clearly transferred the

. relative lingyistic simplicity of his midwestern youth to the polyglot com-
. plexity"of the frontier, and in dolng so committed almost as great a blupder
as did Cooper in describing how several Indians jumped from a “sepling” |

and managed to miss a passing: houseboat, one after the other. o

Many othgr writers of the nineteenth century join Cooper in providing
such evidence. Thomas Chandler Halliburton, a Nova Scotiah who wrote
under the pseudonym of Sam Slick, representbd Black characters speaking

English Creole or a somewhat decreolized variety all the way from Charles- ’
« ton, South Carolina, tv Halifax; Nova Scotia.5 Halliburton’s dialect forms,

insofar as white dialects are concerned, fizure prominently in historical
dictionaries like the Dictionary of Amerioanisms. One wonder; what spe-
cial clinracteristics of Black English make it not subject to the same kind
of documentation, for the dictionaries record none of the usages which
Halliburton attributed to Blacks. : ! .

Stephen Crane’s The Monster, one of his Whilomville stories, presented
a heroic, dialect-speaking Henry Johnson whose cruel rejection by the white
community after he had disfigured himself in rescuing a small boy is held
to have influenced Ralph Ellison’s The Invisible Man. Jolnson says things
like ’

" 1 done tol’ yer many’s the time not to go a-foolin’ an’ a-proj-**
jeckin’ with them flowers. Yer. pop don’ like it nohow. (p.9)

Another Black, Alex Williams, also speaks the dialect:
* He mighty quiet ter-night. _ (p. 66)

These attestations were provided by.nn author who was a lifelong resident
_of the New York area. ’ ' »

It has been asserted (Stockton, 1966; Krapp, 1925) -that ‘there ‘was a-

kind of literary conspiracy to misrepresent the English of Black speakers,

falsely to represent a kind of “literary pseudo-Gullah” as the language of -
Blacks throughout the United States (and Nova Scotia)..If there was such .

a conspir"acy, it must have been the greatest in the history of literature—

including eventually Black writers like Ellison, Charles W, Chestnutt, Zora .

Neale Hurston, and J, Mason Brewer (see the introduction to Dog Ghosts
and Other T'exas Negro Folk Tales, 1958). Everybody was in on it, in-

cluding Charles Dickens, who put the following speech into the mouth of a

New York City Negro of the 1840's: .

Him kep a seat ’'side himself, sa. * ' . )
(Martin Chuzzlewit, p. 164)

It is patently absurd to postulate a literary conspimcy—other\;rise un-
reported, and ‘having no consequences except the linguistic ones—which
included Madam Knight, Justice Horsmanden, Halliburton, Dickens (and,
incidentally, Charles Lyell), Cooper, Harriet Beecher Stowe, and Crane
among its hundreds of connivers. (To be fair,. we would have to postulate

a Dutch branch including‘?rince and Van Loot.) We seem rather to be

. New' York wns an important source of the ex-slaves who migrated to Nova Scotia In
the cighteenth century (Ottley and Weatherby, 1067:39). At least one Black English varlety
still survives (Dillard, in preparation) .In the Hallfax area, where geographism sometimes
ascribes & “Southern accent” to. these-long-time Canadian residents!
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dealing with aelatively accurate attestations—subject to exactly the same
limitations as any literary attestations, including those of the older Ger-
manic languages—over a long period of time and in many geographic areas
by writers of nany backgrounds, skills, and interests. Such uniformity as
they represent may actually reflect o real uniformity. And the similarity
of the New York attestations te the attebtations -from other areas may

mean that Black English in New York was actually very similar to that -

of other areas. Variations were more in terms of social status, as in “he
famous difTeyences between house servants and field hands (Frazier,
1957:13), thhn.in geography. '

But what of the notion, deat to many dialectologists, that Black Eng-
lish (conctived of as a “Southern” or “rural” ‘dialect) found its way to.
New York in the World War II migrations? In its most basic sense, that
_notion is siniply false. Dialects in the North were more greatly decreolized
(Stewart, 1968) than those in the South, but they were completely merged
with white dialects no more in New Yovk than in. Nova Scotia (Dillard,
in preparation). Migrant dialects came into contact with Harlem dialects
'(Stewatt, 1965; Dillard, 1967). The consequences of faulty dialect history
have been frequent absurdity. Grier and Cobbs, in Black Rage, wrote of a

subject whq had been born and educated in “a large Northern city” that . .

he spoke “the patois of the -rural uneducated Negro of seventy-five years
ago” (p..98). Even if we believed such a statement in geographiz terms,
we could hardly accept the historical notion unless someone had invéfited
an operational 'I'ime Machine. It is simply true that psychiatrists, like other
non-linguists who have needed language information, have not-been able to
draw upon accurate information—whether grammatical™ or historical—
about Black English. - ‘ . - . o
Except for a few writers with intellectual curiosity like Prince, no one
had looked at the language of Black people in Northern cities until it be-
o come fashionable to do so in the fad of social dialectology in’ the 1960’s.
Labov ct al,, 1968, now provides a gigantic corpus which shows just' hew
much the English of Harlem teenagcrs differs from that of white New
Yorkers.6 (An equivalent corpus from youngsters. between six and ten
would show much more difference.) There are at last some -stirrings of
educational responsibility toward the ghetto population. It is to be hoped
that a sensible attitude toward Black English, a language with a long and

honorable historical background, will be incorporated into the resultant
efforts. T
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4 FACTS AND ISSUES CONCERNING BLACK DIALECT*
William A. Stewart o

As the breakdown of racial barriers in American social and economic .

lifelis accelerated, greater numbers of young black people are finding it
possible to go to schools which were once closed to them, and to seek jobs
which until recently were out of their rench. But the swelling stream of
black youths into previously all-white schools and vecations has not oc-

. curred without creating serious problems. And, although. it is possible

that some of these problems might (as has frequently been charged) be the
result-of white bigotry or black_ineptitude, most of them seem rather to be

. a natural consequence of what social scientists have come to call “culture

conflict” or, more dramatically, “the clash of cultures.” What is meant by
thesé terms is the kinds of misunderstandings and misjudgments which al-
most inevitably occur whenever the memburs of two or more cultural
groups come together and attempt to internct. Most of the adherents to a

" particular culture tend to regard their own lifeways and social norms as-

indicative of the “natural” way for members of their own group (and, by
extension, for members of other groups as well) to behave, even though

the norms of different cultures are frequently different. Thus it is quite - .

likely that the members of one cultural group will see.the behavior of
members of ‘other cultural groups as something other than what it really is.
The resulting misundeystandings and misjndgments often seriously impair
basic' communication (and therefore social relations) between the two
groups, and thus constitute *‘culture conflict.” Europeans, for example, are
fond of saying that Chinese are sly and inscrutable, while the Chinese tend
to. categorize’' Europeans as.- coarse and lacking in. self-control. Like the
content of most Sterecotypes, these characterizations represent something

. more than malicious.fantasies; they represent the behaviors of one cul-

ture whose functions have been misinterpreted by the members of another

culture. (What the European sees as “inscrutability’?. in the Chinese is

merely Chinese politeness, while the behaviors’which the European used to

- The present article is the text of an cssay which I submitted to Western Electric in
New York to accompany a disc' recording entitle The Dialect of the Black American, pro-
duced and recently released by their Community Relatlons Division. Western Electric has
kindly conscented to the separnte publication of the cssuy in lts original form. which in-
cludes & number of paragraphs (the first five) which were eventually omitted from tl;n!.-'-,ver-
slon accompanylng the disc. In order to have the s orm as closely os p to
lhe terminology used iin the record itself. 1 had decided to use black in_many, instances
where I would otherwisc hnve used Negro,. Yet. in resubmitting the original manuseript for
publication here. I have not felt It” worth the effort to go through the text and change

" overy black to Negro, just to make the article conform.in this respect to olhers 1 have

written. For to do so would be to accord more importance to the matter of terminology

. than I feel it deserves. After all. the futility of thinking that basic nttitudes toward

American Ncgroes could be changed by mcana of superficial name-substitutions was pointed
out almost forty years ago by Carter G. Woodson in an casay *'Much ‘Ado About a
Name,” published as an sppendix, to his book The Mis-Education of the Nexro (Washing-

ton. D. C., 1933). Today's black militants and white llberals would ‘stand to learn much .

from & reading of Woodson's' critique of their most cherished Preoccupation. Suffice It to
say, then. that the use of the term black in the p t article rep ts np real conces~
sion to the game of terminological musical chairs which Negroes and whites Aare continualiy
playing with ench other. . . .

Dr. Willinm A, Stewart is at &n-cscnt Co-director .of the Education
Study Center o{ Washington, D.C. Prior to his present position, he was
a member of the research staff of the Center for Applied Lingnistics,
Washington, D. C. Dr. Stewart has been a tecipient of several grants to
carry out research in social dialectology and is most noted for his.
interest in the historical aspects of Black Englwh. He has published
‘widely in professional’ journals and participated in- a large mumber of

conferences and conventions.
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indicate friendliness and h(;nesty strike the Chinese as vulgar and exces-

‘sive.) And, since cultural differences can exist between different social

groups within a single nation, as well as between different nations; culture
conflict can occur at the national as well as international level. In the
United States, for example, many whites have traditionally regarded
blacks as child-like and boisterous, while blacks have often felt whites to
be cold and “*hateful.” As in the Chinese and European case, there is some
behavioral basis for the mutual misunderstanding of white and black in

‘the United States. For, it is an‘uvbservable fact that blacks tend to use

more laughter (as a gcsture of friendliness), talk shghtly louder, and use
more of their bodies in gesturing than do whites. And it is very probably
these differences between the two groups, as misinterpreted by the mem-

. bers of each, which'are in part responsible for their respective stereotypes.

Apart from their demonstrable falseness, a serious effect of stereotypes

derived from culture-conﬁlct (such as that blacks are “childish” or that °

whites are “cold”) is that, explaining observable behavioral differences as
they do in terms of innate attributes, they preclude any eventual under-
standing of the truly social naturc of such differences. For, if blacks are
truly “child-like,” then no amount of social awareness on the part of
whites could be expected to alter that fact. And the same would of course
be true of white “coldness.” Consequently, when persons of good will
decide that they simply must come to grips with such stereotypes, they
usually adopt the one obvious strategy for countering claims of innate
human differences—their total denial. In such a strategy,’it is almost rou-
tine to appeal to universal human similarity. Thus, in countering beliefs
that “Chinese are inacrutable” or “Frenchmen lack self-control,” the usual
argument is “The Chinese (or,‘,Frenchmen) are human bemgs, just like
everyone else. 'l'heret‘ore, it is improbable that they are more inscrutable
(or more lacking in self-control) than any other saraple of human beings.”]
In this kind of arguwmentation, the behavioral differences which originally

motivated the stereotype are not dealt with. Rather, a denial of the validity

of ‘the stercotype has implicit in it a denial of the validity of the behavioral
differgnees themselves. Indeed, so desperately is this strategy of total denial
clung te by avowed opponents of racial and ethnic stereotyping that it has
now. become cumpletely taboo to so”much as mention racially or ethnically-
correlated behavioral differences—even for the purpose of discrediting the
etiology of popular stereotypes.

In the United States, the taboo against recognizing behavioral differs
ences u#s a normal function of ethnic'identity is strongest in the liberal
social-science treatment of behavioral comparisoris of blacks and whites.

Indeed, observations to the effect that “blagks do-X while whites do Y or

even “blncks do X more (or less) than whites do” are shunned as poten-
tially racistic. In all fairness, it should be pomted out that there is some
histerical justification for this attitude. For it is a fact that in the past
the main.source of contrastive statements about the behavior of blacks
and whites was the slaveholding class. Favored-with the opportunity of
viewing their field hands at close quarters, the early slaveholders were
quick to notice a number of diifferences between the behavior of the im-
ported Africans and that of the colomnl whites. (They noticed, for ‘ex- .
ample, that Africans tended to engage in laughter more than whites did.)

. _,-And succeeding generatlons of slaveholders were able to observe the con- -
tinuation of differences in the behavior of American-born blacks and

Pra
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whites. As heirs to a social and economic system which did net appreciate . -

the inherent equality of alternative:ways of being human, the slaveholders

focused on these differences as evidence of the inherent superiority of

whites over blacks. (That blacks were known to laugh more than whites,
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for example, was presented as ewdence that blacks were more childish and
created—a portrait of the American ble.ck man in which some very factual

defense of a very questionable theory of black inferiority. Indeed, so

. entwined did observational fact become with racist fancy through the

. Negro stereotype that, in the minds of most Amencans, the two were almost
msepnrable -Consequently, when American social science finally took it upon

itself to attack the racist view of Negro inferiority, it did so by rejecting

the behavioral data of the Negro stercotype along with its genetic implica-

Hence today, in response to an assertion like “Blacks laugh excessively,
therefore they are child-like by nature,”” one never hears an accurate
response like: “Yes, blacks do tend to laugh in more sntuations than
whites do; but this is not a siy¥n of chlldxshness, smce laughter is used in
black culture to express sociability in situations in which laughter would
be inappropriate according to the norms of white culture.” Instead, one

\ it is wrong to claim that one is more child-like than the other. Further-
tnore, nll human beings. (white as well as black) laugh—and cry.” Implicit
in this kind of response is an assertion that, sipce both blacks and whites
are human beings (and fellow Americans), then it is quite improbable that
the one would naturally laugh more than the other: Theh, when observa-
tion shows that blacks do indeed laugh in situations in which whites
‘wouldn’t, there is no place for the theorist to go but to psychological
explanations which have a pathological bent, such as: “Black people must
laugh a lot to cover up their misery,” or “A depressing environment has
caused them to rely upon immediate gratification, so that they get as much
joy as they can out of any trivial event,” or “Oppression has made them
hysterical.” Undoubtedly, explanations of this type will satisfy those who
would avoid at any cost the recognition of ethnically-correlated behavioral
differences as normal in American society. Moreover, such explanations
may have a special appeal for whites whose social conscience is built uppn
a deep-seated sense of their own psychological superiority, or for blacks
in whom self-pity has become a cherished substitute for self respect. No

N planations of behavioral differences between blacks and whites, like genetic

. explanations, are-largely artificial. ‘And being artificial, they can hardly

serve a8 reliable guides for dealing with such dxlferences directly, or with

. their many social side effécts.

In addition to the presumed egalitarian stance of hberal social scien-

, . . tists, there are other attitudinal barriers to the recognition of dlstmctwely-

o . : . ~ black behaviors as normal behaviors. Of these, perhaps the most sig-
. L nificant is the deep shame which so' many upwnrdly-x;;pblle blacks have felt

olvn ethnic group-behave in public (i.e., in the presehce of whltes) and the

shame goes back many genemtlons. Long ago, it motivated Negro . slaves

of the house-servant class to give up many of the dnstmctnvely-black (and

\ : ' often .African-derived) behaviors of the field hands in favor of the more

g ) S prestigious (and European-derived) norms of their white masters. But, in
P the process, they often over—compensated If the field hands were seen as
acting too loud and boisterous- in comparison to the “quality” whites, then

the house aervnnts would often become overly quiet and reserved. Yet,

- though the resultant modifications of black fieldhand behavior were seldom

_ 'brought completely into line with the white models, they nevertheless were
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carefree than whites.) In this way the Plantntlon Negro stereotype was -

“« (though often cxaggerated) data on black behavier was presented in .

tions. And this has been the policy of the social sciences ever since. .

henrs sontething like: “Blacks are human beings, just like whites, so that -

matter how comfortable they may be, however, psycho-pathological ex-

. . ~ over the existence of visible differences between the way members of their

way the public (i.e., the white population) behnveli Justified. or not, this"
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often strikingly different from the more “characteristic” (i.e., more Afri-
can) black behaviors. Thus the modified behaviors, icined with the unmodi-
fied ones to.create an ‘extremely wide range of variation within the black
community, whether glave or free. And, today, image-conscious Negroes are
fond of pointing' to this range (particularly to the “respectable” end of it)- -
as evidence that “typical” black behaviors do not exist—as if the existence
of behavioral variations amongst ‘blacks were enough to preclude the exist-
ence of behavio...l contrasts between blacks and whites. Logically weak
though this image-conscjous denial of distinctively-black behavior may be,
it unites: with the current intellectual aversion to the topic to render
exceedingly controversial any serious study:of the folk culture 'of black,
Americans. And this, in turn, makes it extremely” difficult to deal com-
petently with the many cases of innocent yet highly problematic conflict
between the black and mainstream cultures in America’s changing society.
Returning to the problems of black youths entering previously all-white,
mainstream institutions for the first time, it is possible to trace out the
detrimental effect: which ‘such attitudes have had on attempts to deal with
learning problems (actually, behavieral conflicts) in one socially-important
domain—that of language. .

. Of the many and varied problems which the requirements of the class-
room and the office may present for young black people, conformity to the
complex maze of norms defining “correct” English is one of the most
imposing. For better or for worse, it is a fact“that a variety. of English
which conforms to such norms (i.e,, whajis often called standard English) -
is required for many educational purposes and in many vocational .situs- -
tions. Yet, it is alsg a fact that a significantly high number of black stu-
‘dents and employees lack the necessary skills in standard -English, not
only when they enter school for the first.time, but often ‘when they finish
school and take up a job as‘well. The precise extent to which.this problem
exists, and its actual effect on educational and vocational opportunities,
need not be of concern at the moment. Apparently, it exists enough to have
motivated ‘a speci®l focus on language arts in’ educational programs de-
signed for “disadvantaged” students, while its effects on total acadtemic
achievement and professional success scem to have.been great enough to
make this focus a continuing one. But, to whatever extent the problem
exists and affects academic and professional performance, something should
be done about it. And nothing meaningful can be done about the difficulties
which many black students and employees have with standard English un-
less the nature of that problem is understood, and programs .are based"
upon  that knowledge. )

Until linguists began to debate with them, educators assumed that the
lack of skill which thany black people demonstrated with standard English
was in fact a lack of, skill in handling language per se. Pronunciations
like nuttin’ or nuffin’ for notking, sentence patterns like he workin® for
he's working or we ain’t jo for wes didn’t go, and word usages like waste
for apill were all regarded as random errors in the siream of speech, the
cause of which was laziness, carelessness, or. underdevzloped audio-lingual
skills, Accordingly, these ‘“mistakes” were labeled “mispronunciations,”
“bad grammar,” and “poor word usage,” respectivelym So certain’ were edu-
cators of the validity of their diagnosis of language containing such “mis-
takes,” and so forceful and persistent in their condemnation of them, that
those who normally spoke this way soon came to believe in the inferiority
of their own speech. So today, one hears many blacks refer. to even their
own nonstandard speech by such terms as “talkin’ bad” or *usin’ bad gram- ,
mar” or “talkin’ broken English.” Now, if these were random mistakes,
-reasoned the educators, then they ought to be corrected randomly. And
124 - . ' THE ENGLISH' RECOR

P G
- .

B S




correct them they did. The only trouble was that the corrections didn’t
always work or weren’t easily extendable. One counld tell a student that
he workin’ ought to be said as he ia working, for example, and applaud
the results when he promptly repeated the phrase the “correct” way. But
then, when that same student tool-it upon himself to correct his udual
we workin’ to we i8 working, the teacher woitlld have to inform him that it

was wrong. In the same way, a student would be rewarded for- changing*

we ain’t go*to we didn't g9, but faulted if he changed we,ain’t gone. to we
didn’t gone instead of we haven’t yone. And, as if that weren't enough, the
keen black 'student who grasped the fact that his ain’t became didn't in
- standard English fr}| some cases and havew't in others, and who then
confidently corrected he ain’t gone to he haven't gone would suddenly find
to his dismay that that, too, was wrong. Thus, while :the teachers- con-
tinued to corréet their black students’ English, the students would continue
to make the same old “mistakes”-—and sométimes a few new ones to boot.
Of course, prolonged, educational failure of such mag'mﬁcent proportions
must inevitably become a pubhc issue, and when it does, it re(g‘ures elther

solution or an excuse. And since the educators ‘of black children hadn®

been able to solve the language problem, they looked around for an ex-
planation of it which would shift the blamé away from the educational
process. Some, particularly in the South, were inclined to' resurrect the
- theory of genetic inferiority. But genetic explanatlons of the low academic
" achievement of blacks were not popular in the North. Consequently, an
explanation had to be found which would not place the blame or*the school,
but at the same time would not lay it at the door of black genetic struc-
ture. Ironically, the 'possibility of aseribing black language problems to
’ genetlc factors itself suggested a rcady altermnative. For a debate had been
going on for some time in the social sciences, as to whether certain be-
havioral characteristics of human groups were predetermined by their
genetic endowment or were simply a result of the workings of their en-

vironment. Environment, then, became the seapegoat for the low academic -

achicvement of American blacks.' The problem was merely to find a way
te blame language problems on the environment. This, was eventually done
by claiming that there were psychologically “unstimulating”, environments
which, because of a dearth of intellectual stimuli, failed to motivate lan-
guage development in children raised in their confines. There was a tacit
*assumption, of course, that the environment of most lower-class blacks was

of this type, But, since language is very much a social- phenomenon, it must -

have secemed a bit far-fetched, even to educators, to attribute a purported

language deficit entirely to a poor physical environment. Something social

. was needed;- and it was supplied by the.widely-held belief that children
learned language entirely from adults. Since many lower-class black fami-
lies were known to be otie-parent families, and since many- lower-class black

mothers were thought to communicate less with their children than white -

and middle-class mothers did, it seemed regsonable to conclude that there
was a breakdown among lon?er-class blacks of the normal patterns. of

_transmission of language from_parent-to child. Consequently, to.the educa- ,

tor’'s random correction of black students’ English, social psychologlsts

were able to furnish a pseudo-scientific justification that these students °

were “non-verbal,” or “verbally destitute,” or “poorly languaged ? or “lin-

- guistically, deprived.” - It should be noted that.the, traditional view of black .

nonstandard speech as made up of arhculatory/ blunders, incomplete sen-

tences, and a lack of vocabulary furnished a fertile ground for theé sophistic-

_ theory that lower-class blacks failed to learn’ language at. home.

If the view of black nonstandard ppeech as unstructured and the char-

acterization of lower-class black”social life as non-verbal seemed reasonable
APRIL, 19717 - R DY
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to educators and psychologists, they seemed seriously wrong to linguists
and nuthropo\ogists. At best, they did net accord with otherwise universal
trnisms about human language and social behavior. For linguists had
never found a language  (or a variety of a language) without its own
structure, while anthropologists had never encountered a social group in
which language did not play a central role, and was not_transmitted from
generation to genevaticn. At worst, these assessments of black language
- and life_stood as evidence of a lack of common sense as well as.a lack of
contact with black reality on the part of those who made them. For the
fact that lower-class blacks would make some “mistakes” in their English
(e.z., they might say bofe for both or we tired for we are tired) but ot
others (e, they would never say boke for both or tired we for we arc
tired) should itself be clear evidence of structure in their language. And
anyone walking down the street in a black ghetto, or Passing by the play-
ground of a black school, could hardly aveid having his’,ears bombarded
by the .incéssant chatter of supposedly *non-verbal” children. But if lin-
guists and anthropologists_were somewhat amused by the absurdity of the
educationalist and social-psychologist views of why blacks were having
. language problems in the schools, they were very much alarmed by :the
widespread popularity of these views, and by their devastating effects-on

the sclf-respect and academic achievement of black stydents.* Conse- .

auently, a few linguists and anthropologists began to intervene by pre-
senting a culture-conflict model of .black educational failure and derivative

suggestions for curriculum reform, ,

»To date, the linguistic contribution has been by far the largest, involving
. proof of the linguistic integrity of black nonstandard dialect (through the
description of many of its stfuctural characteristics), suggestions for teach-

ing standard English to speaKers of black dialect, (through the comparison”

of structural churacteristics of the two forms of English), and an ‘asser-

tion of black linguistic identity (through glfg finding of evidence that black
-dinstect evolved independently from white dialects of English). The one -

thing linguists have not yet dene has been to bring dbout uniformity in the
use of a term for the nonstandard specch -of black people. Negro dialect is
the terin most well established by past usage, while Black English now
seems to be gaining curreney. But other terms have also been used, such as
Negro English, N.N.E. or NNE (standing cither for nonstandard Negro

. English or for Negro nonstandard English), Black folk speech, and Black

dialect. (In the written use of these terms, words like dialect and speech
are sometimes capitalized and sometimes not.) All of these- ten‘rp have‘been
used at one time or another by serious scholars, and each™ has™ its ad-
vantages and its drawbacks. Linguists have leaned toward Negro dialect

because it parallels. terms-like Scottish dialect, and because dialect is the .-

linguist’s technical word for a language variety. But non-linguists. have
been less receptive of terms containing this word, because of the ‘somewhat

derrogatory . connotation of .dialect in popular usage. But then the terms

Dlack English and Negro,English,” which ayoid this problem, share the
common weakness that can too easily be taken as applying to

standard. as- well as nonstandard speech, just as long as it is used by .

black people, This allows those whe happento be ashamed of the non-
standard speech of lower-class blacks to dismiss it as a broker and de-
generate jargon, and to designate the standard English often spoken by
educated black people as the “real”.Black English. The one term which
seems to avoid all of these difficulties is Black folk speech. It .has its own
drawback, however, which is that th¢ word folk has enough of a rural
suggestion about it to make the term awkward when applied (as it now
~~ frequently must be) to urbanp situations. I :
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- But in spite of the terminological flux, and in spite of occasional dif-
fcrences of opinion among linguists as .to- the best .analytical p_?occdurgs
to usc or the right interpretation of the data gathered, the .evidence in
support of the structural integrity of plack nonstandard dialect was over-
whelming. Not only was it established that the dialect had a sound syste.m
and a grammatical structure of its own, but it was also discovered that in
certain ways its structure was cven more communicatively efficient; than
that of standard English. For cxample, black dialect ‘turned out to have a
special ‘use of be which indicates extended or repeated action, and a specinl
usc of been (usually stressed) to indicate the completion of an action in
the remote past. Thus a speaker of black dialect would consistently dis-
tinguish between Dey be singin’ in church (meaning that they- are in the

habit of deing it) and Dey singin’ in church (meaning that they are doing .
it at the moment), or between I bought it (meaning that it was bought at
soine unspecified time) and I been bought it (meaning that it was bought

long agc). In standard English, there is no grammatical way to make such
distinctions; one can only say They are singing in church and I bought it,
no matter which of the precise meanings expressed in black dialeét are
intended. Yet, even where black dialeet ‘and standard English might iagree

in the meaning expressed by a sct of parallel grammatical constructions, ‘
. there could be differences in the form of these constructions. For example,

both black dialect and sfandard English have possessive cons uctions of
the type noun-plus-noun, where the first noun’ refers to the posscssor and

_the second noun to the thing possessed. But while standard English re-

‘quires the use of a special possessive marker (written -'s) at the cnd of

the possessor noun in such constructions, black dialect does not. Accord-

.ingly, onc must say my uncle’s car in standard Fnglish, but may qny my
. unele car in black dialect, although the meaning of the two tterances is

' . - | -
identical. Of course, there were also,numcrous grammatical constructions

which were identical in both mecaning and form in- black dialect and, stand- -

ard English, such as the modification of nouns by adjectives placed before
the noun. That is, one would normally say I live in a big house in both
black dialect and standard English, but one would not say I live in @

house big .in cither. (Black dialect docs indecd have a consttuction of the

type my house big, but this is cquivalent to standard English my house is
big, rather. than to my big house.) -Of course, it goes without saying that

linguists foun(_both similarities and differcnces between black didlect and:
standaid English in-the matter of pronunciation, although such dilferénces °
. between the two kinds of English scemed to be greater than in/the case
_of word-equivalents. In other words, it appeared to be more likely that

hlack dialect and standard English would use the same word for a particu-

- lar objeet, than that they would have the same pronunciations for that

word. And although an obvious exception to this observation is provided

‘by the frequent use of slang or “jive talk” by many speakers of black

dinlect, particularly in the largér cities, the vast majority of: slang cx-

. pressions are by their very nature unstable and do not-remain-in use for

long. At any rate, there is somc doubt as to whether even “those slang ex-
pressions which are used exclusively by blacks ought to be considercd a

characteristic of black dialect as such, since they are generally absent from

rural varieties of black dialect, while in urban ghettoes'they may occur
together with the pronunciation and grammar of either black dialect or

- standard: English. It is probably best to consider black slang a separate
_entity from black dialect, with the understanding that the two arc often.
used together. ' ‘

‘To the linguists who studied black language usage, the pedagogical .

"

implications of many of their findings seemed. obvious and incontrovertible

APRIL, 1971 o : 97

L . .
- : R

K Y
1

e e+ g 18 s P e
P
.

. . . -
‘ i M . . .
. - . . .
. . . -
A - . . .
. -, . . . . . .
. . . . .
. . : . . - . .
. L. .
e . . . . -
.
. - - . .. . . . . .
. . o . L.
. . . .
. . . . . N
. N - Lo
N . . . .. . . .
. . ’ . . “n . - .




ERIC.,

A Fuirmext provided by R

e

-

':

" _even when these went against established educational views, which indeed

they often did. For example, beforexthe linguistic intervention, and’in re-

. sponse to thieir own appiaisal of thé§§pec|nl language problems of black

128 e

lower-class:school ‘children, a number of prominent educational psychologists -
had urged the creation of langunge-ennchment programs for lower-class
“black children of pre-school age. In the view of these psychologists, such

programs were needed to offset the failure of many black children to
acquire in their home environment what were felt to be basic language
skills. Yet linguists: found that virtually all of the lower-class black chil-
dren wliom they interviewed were fluent speakers of .a structurally normal

"(though often nonstandard) variety of English. This meant that, no

matter how emotionally appealing they might be, programs of the language-
enrichment type were .founded on a false -premise. And, since . many

’ 'lnnguage-enrlchmeut programs weré already beginning to fail, their

proven linguistic inaccuracy could easily be a contributory factor to- that
failure, But the pedagogical nnphcati’ s of lmguntlc ﬁndmgs on black
language usage were by no means all st negative. For, in detailing many
of the structural . differences between black dialect and standard. English,
linguists were actually providing a blueprint for the development of special
grocedures for the teaching of -=tandard Enghsh to. spenkers of black
ialect. . )

o
" In their _pedagogical philosophy as well as.-in their content, these proce-
dures were a far cry from the random correction of “mistakes” which had
prevmusly ‘characterized the so-called “language arts” for black students.
In recogmzmg that most ‘of these “mistakes” were the result of confusion
on the part of the learner between the structural patterns of his own dia-
lect and those of standard English, the linguistic medel of structural inter-

_ference (i.c;, the structural influence of one language or dialect on the

comprehensmn or production of another) opened the way for the usé in
inner-city classrooms of modified foreign-language teaching techniques. In-
corporating structural comparisons between the language of the learner and

".. the language belng taught, these techniques had originally been developed,

for the teaching of such clearly “foreign” languages as Arabic, Chinese,
and Spanisli’ to speakers of English and, later, for the teaching of English
to speakers of foreign languages. (This last application came to be known
professionally, as TEFL—teaching English as a foreign language, TESL—
teaching English as a second language, or‘TESOL—bcnchlng English to
speakers of -other languages.) Although it was frue that black dialect
shared an ‘infinitely largér number of structural features .with standard
English than did languages hke Arabic, Chinese, or Spanish, the linguists
pointed out that this merely made the areas of structural conflict that
much more difficult for 'black students to ovércome without pedagogical’
assistance. In learning standard English, the speaker of Arabic or Chi-
nese would know from the start that he was faced with a language-learning
problem, since it would be obvious that the language béing learned was not
the same language as his own. For ‘he black learner of standard English,
however, - the fact that what was buing presented in school seemed very
similar to lns own speech would: be likely to- convince him that-he already
knew the intricacies ofs the school language. For the English-speaking
learner of Spanish, it 'soon becomes obvious that Spamsh has two different
cquivalents of the verh fo be:.ser and estar, It is obvious, not so ‘much
because these verbs have somewhat different meanings, but rather because
they sound and look different—both from cach’other and from English to
be—and because they inflect differently. For the- spenker of black dialect,
hotvever, it is by no means obvious thnt, while his own 48 and be are dif-
ferent verbs with dlﬁ'erent functlons, 1s is merely an mﬂected vnrmnt ‘of be
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in sﬂndnrd Enghsh Nor, in fact, is- thls hkely to be any more ob\nous to *
the téacher. For, if standard Enghsh has the verb forms be and s, end’
the ‘black student is observed-to have them in his own speech as well, then
one might easily assume that he uses them just as in standard Enghsh .
And other differences, even wheén involving nothing more .than simple
inflectional \1r|nt|ons, can be just as confusing. The black student's here
it is mntehes standard English, but his .here dey is d(y:s not; his he don't
want it is at variance with standard English, while his we dont want it is
not. Because of the subtlety of the structural relationships between black
dialect apd standard 'English; the average .black student simply cannot - be
expecteyl /to perceive with complete accuracy exactly where his dialect leaves
off and the standard language begms Indeed, this may be one reason why
waves of forcign immijirants, speakmg lnngunges like Italian, Yiddish, and
Ukranian, have been able to acquire standard English within one or two
generations in the United States, while American blacks have not been
able to do so as conpletely over a much longer span of time.

Another pedagogically ' lmportnnt fact which emerged from-" the lin-
guistic research on black dialect was its relative uniformity throughout the
United States. Sometimes obscured by age, sex, and socio-economic differ-
ences within a smgle black community, the underlyifig_uniformity of blnck
dialect from region to region became apparent as soon as these social varia-
bles:were controlled for. Thus, nonstandard dialect with essentially the
saine structurnl characteristics was reported’ in use by young, lower-class
black males in such far-flung urban®centers as Washington, Harlem, Chi-
cago, San Antonio, and‘ Oakland. And, not surprisingly, these characteristics
were also found to be prevalent in .the nonstandnrd speech of blacks in the
rural South. Minor variations in pronunciation, grammar, nnd idiom, did
indeed occur, but the variations within black dialect seemed to be of less
pedagogical importance than those differences from standard English (nnd
even from white nonstandard speech) which proved so characteristic of
black dnnlect For example, in the so-called Geec variety of black dialect
spoken in Charleston, ‘South “Carolina, orﬁﬁﬁt say we house where
speakers of other varieties of black dialect-Would, like speakers of stand-
ard English and white nonstandard dinlecf,'sny our house. Yet Geechee
shares with other varieties of black dialect virtually all of the structural
features mentioned earlier, plus many more. And it is such features which"
distinguish black dialect from both standard English and white non-
standard dialect of whatever type. Obviously, the pedagogical significance

of this stat: of affairs lies in the possibility it provides for developing ° '
language-arts material with an extremely wide applicability. It also means, .-
. of course, that sepnrnta. research programs will not be needed” in each and

every black community in the United States; the scientific fihdings for one

" community will be likely to have a high degree of validity—and therefore

of pedagogical npphcnblhty—m othgr commumtles throughout the nation.

Finally, of the various pedngoglcal recommendntlons which were made,
by linguists who studied black dialect, there was one which stemmed less
from their immediate research.than from their professional view of the
basic equality of all varieties of human "speech, and their knowledge that
it was commonplace for people to learn and use two or more varieties of a
language. This was the recommendntlon that black dialect be used side-by--
,side with standa¥d Enghsh in the classroom. Some linguists felt that this
should be doue only .in the (eavly gradcs, and only as a way of relating
standard English to the pre-school lariguage of black children. Others, how-
cver, envisioned the eventual retention of black diafect‘as a pedagogical
-companion of standard English through the secondary level, and perhaps
beyond At first, this recommendatlon was limited to oral .usage. But more
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rec"ently, a‘few linguists have" begun to .consider the usé of a written form
of black d'lalect as a device in beginning reading instruetion for those black

children ‘whose knowlédge of standard Enghsh proves inadequate for de-_

coding traditional rendmg texts.

If the' pedigogical implications™of the lmgmstlc rese'u'ch on blnck dia-
Ject seemed obvious and “incontrovertible to meost linguists and anthropelo-
gists, they névertheless appeared decidedly radical and controversial to
many educntors and educational psychologlsts The' reason was that the
linguistic view of nonstandard speech in general, and the linguistic findings
-on_black dialect in particular, clearly argued against certain social beliefs,

. theoretical assumptions, and methodogical tr.uhtlons which Wwere a part of |

ﬁhe educational heritage.
Perhaps the most controversial finding to emerge from tms linguistic
research was that black nonstandard dialect was different from white non-
standard dialect—even in the Deep South. Moreover, research on the his-

" tory of black and white dialeet in North America revealed that they had

always been different. This obviously meant that a white-black dichotomy
“in American language usage was as old as the earliest settlement of the

colonies by ‘European and African stock. And if this. was true for lan-

guage, it was very probably true for other kinds of cultwral bethavior as

" well. But in-the view of many socially liberal educators, ‘this was an-un-

comfortable conclusion to come to. For it attacked the chqlshed “melting

pot” image of American society, in which foreign immigrants were sup--

posed to be culturally transformed into Anglo-Saxon-like Americans within
one or two generations. What is more, American blacks were often pointed
to as exemplifying the most complete transformation ever effected by the
American. melting pot. Because, for reasons mentioned earlier, it had become
" scientifically taboo to admit to racially or ethnically-correlated behavioral

- differences, the entire educationalist rhetoric on the achievement. problems

of black school_ children had heen ‘ndjusbed to the strictly monocultural
perspective implicit -in -the melting-pot image. And since it was an un-

written rule' of this perspective that behavioral differences between- black )
and’ white children had to be denied, ignored, orattributed to some sort .

of abnormal (ie., neither, natural nor permanent) cause, it was most con-
venient for educators, to accept the environmental-pathology model fur-
. nished by the psychologists as an explanation for the endemically low

" . school-language performance of black children. It was on this model, then,

that the educators had based virtually all of their remedial methods for
dealing with black children whe had language prohlems in school. Yet, here

were the linguists saying that black nonstandard speech-was fully devel-- |

oped and -well-organized language, and thereby re¢futing the entrenched
lang'uage-pnthology model. And, what was still worse, these linguists were
saying “that black nonstnndnrd dialect was not the same as'white non-
standnrd. dialect, asserting thereby that the American melting pot had
lumps in it, and that one of these himps was black! It soon. becnme ap-
parent to many -educators that if they accepted the linguistic. view of
black dialeet, with its obvious pedagogical implications, they would not
merely be accepting new information of an innocuous kind; they would be

acknowledging the refutation. of their entire approach te the education: of .

black cluldren Some educators were able to do this wnthout misgivings, but

.~ others were not.

For those who were unwnllmg to accept the linguists’ conclusnons with

" respect to the nature of black dialect, and _Who wanted their opposition to
appear reasonable to impartial observers, it was necessary to find a way -

to dismiss the linguistic findings on the dialect as something other than
empirical data..A possnble way of (lomg this wns suggested by the stnkmg
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simi]arity between the"transcribtions of black dialect published by the
linguists and the kind of black dialect one could find in the older plantation

_ literature. Given this resemblance, it was easy for opponents of the linguis-

tic viewpoint to fmake the charge that the linguists (who were mostly
white) had drawn their material, not from the real speech of black people,
but from the traditional stereotype of black. speech. Although those who
made this charge were correct in discerning a similarity between the lin-
guistic transcriptions of black speech and traditional literary black dialect,
they. were quite wrong in assuming that the former was a -copy of the
latter, or that-the latter was entirely artificial. In general, the older planta-
tion literature was written by whites- who had been born and raised on
plantiitions, and who had learued the dialect in childhood from black play-
mates (who often were their only playmates) on the plantation. Thus, even
if slightly eoncentrated at times, the black dialect to be found in the planta-
tion literature was. a fairly acchrate.rendition of the actual speech of
plantation fieldhands. And the reason why the up-to-date linguistic trah-
scriptions of the speech of lower-class urban blacks turned out to look so

" much like the plantation dialect was simply that modern urban black dialect

was. a direct descendent. of plantation black dialect. This fact might be an
uncomfortable one for those who éan see nothing but-degradation and

patho‘]o'gy in the black plantation experience; but the problem lies there, -

and not in' the reliance by linguists on the literary representation of an

.lder form of black dialect. :

While such objections as there were to the linguistic describtiun of black
dialect focused initially on the question of black-white differences, this did

not remain the central issue for long. After all, differences between black |

and white children “in school-language performance were a matter ‘of
record, and therefore required some sort of explanation. The lmguage-
pathology madel advanced by the psychologists had of course been an
attempt to furnish one, but its validity had been seriously challenged by the
linguistic e'.idence. And while, to mnost edueators, the language-differcnee
model might be less compatible with their assimilationist values than its
isychological predecéssor had been, it was still infinitely more comfortable
than the other available model for explaining black-white differences in
academic achievement: the genctic-inferiovity model. Furthermore, the lin-
guists’ claims for the historical and structural integrity of hlack dialect (as
a distinct entity from standard English and- white nonstandard dinlect|)
‘came at a lime of growing self-awarenéss on the part of American blacks.

"-Soon, educators found that they could openly entertain a linguistic model

of black-white dialect differences without as _great.a danger of being

*interpreted as inferring thereby that black: people were inferior. In fact,

the wheel turned so far that one was now more likely to be cons_idd’-ed a

racist for advoecating the language-pathology model than.for’accepting the -

language-differéence model. L,

It is somewhat ironic that, while educational resistance to the linguistic
view of black dialect died down rather quickly on the issue of its social
and struetural uniqueness, it continued on in terms of another jssue which

. actually had nothing to do with such potentially  controversial Ingtters as
_ racial or ethnic differences in language usage, or the structural etails of
hlack dialect itself. Rather, the issuc which turned out to be much more
deep-seated and enduring had to do with the traditional linguistic view of
the nature of nonstandard dialects in general and -their” relationship to
standardized dialeets. As part of their professional 'trai.niﬂg, linguists
learned that virtually all of the- world’s languages weére made up of a
number of different varieties, or dialects, and that each of these had its
own history of devélopment into what it was, its own linguistic structure
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. including a set of é'ouﬁds, a grammar, and a vocabulary)! and its own
.particplar function in the society which used jt, Of course, linguists also
knew that the developmental history and grammatical structure of: only’
one or two of a particular language's dialects would be likely. to have been -
noted down in hooks, and that this fact was often erroneously taken as
evidence that only such dialects of a particular language had a history and

a.grammar. At the same time, linguists realized that .these social facts
concerning the different dialects of a language-had nothing to do with the
historical validity and styucturtal mtegnty ‘of any dialect, be it standard
or noiistandard, be it of high prestige or low. In other words, insofar as
the comparative structural.and historical evaluation of different dialects
were concerned, Jlinguists were relativistic and egalitarian. In a sense
which went'to the very core of their professional outlook, linguists re-
garded any dialect as every bit as “good” as any other dlnlect

Perhaps inevitably, the professional relativism with which the lin- _
guists treated black dialect and. standard English clashed "with the nor-
mativistic comparisons which educators had .traditionally relied on in- their
. altempts to replace the one with the. other. Though it appeared in the

. context of black dialect, this basic conﬂlct “between lmgulstlc relativism ™
and educational normnativism was not motivated by the unique social or -
structural characteristics of black dialect; it -would have occurred over ‘any
other kind of nonstandard dialect which linguists might have chosen to
study and describe. It just happened that, because of a national focus' on
racial inequities in. American. public education, the specml schoo]-language -
problems -of blnck chlldlen had cnught the attention. of a number of -
linguists, - v
-+ XTo start with, many educntors were disturbed by the lmgulsts' asser-;
- tion that black dialect servgd as useful a purpose in the black community
as standard Enghsh did in mainstream hfe. and - therefore that the two
forms of Er(ghsh .could, and should, coexist in-the ‘language repertoire of.
. those who found it necessnry'to functlon in both societies. The reason why
this assertion upset even mafiy of those educators’ who recogmzed non- -
standard dialect as “real” language was that it seemed unrealistic in terms
-of a tacit assumption which American education had made concerning the
use of differént varietiezs of English. If .a name were needed for this
‘ nssumptlon, a fairly deseriptive one might be the “single space” theory of
diglect usage; for the assumption was that.an individual had room in the
language “compartment” of his brain for only ohe variety of -a language. <
.+ Accordingly, a person could be expected to know and use a nonstandard
dialect, or to know and use standard English, but that it would overtax
his lnngunge productlon capacity to expect him to know and use both.
Indeed, it followed quite reasonably from the. YMsingle space”.theory that
- the continued 'use of nonstandard dialect by a school child was a sure sign
that the child Would not learn standard English well. Perhaps one reason
Why educntons'clung so- tenaciously to the “smgle space” theory of dialect’
usnge was that,'if true, it automatically gave rise -to a pedagogical ‘corol- "
*lary which.indicated that standard English could be.taught quite, edsily.
For, if it wa$ true that thé knowledge and . use of nonstandayd dialect”
blocked the learning and use of standard English, then prohlbltmg the use’
of nonstandard dialect should eventually-cause the student to forget it;.and
forgetting it would ¢reate a language vacuum into which standaid Enghsh
would flow almost by itself. It was a belief in this “vacuym” theory which
led many. English teachers to spend more time dlscourngl g the use of non-
stnndnrd dialect by. thelr puplls than in.actually tenchmg them how to use
“standard Enghsh i r?

One way in which ljnguists" were. a le to counteract the resistance to

black dialect stemmmg from a commitment to the “smgle space” theory was
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" by pointing out that in Europe, for example, it was normal for educated
persons to know and use more than one dialect of their national language.
Another way was to suggest the nnnlogy of, say, a Japanese merchant who
found it necessary to do business in France. Obviously, the fact' that he.
already spoke Japanese would not mean that he could never learn to speak
French,.nor would the learning of Frenth force him to give up his knowl-
edge of Japanese. If taught French well, he would then be able to use both
lnngunges—ench on its appropriate occasion. And, if a demgnstration of
the falsity of the “vacuum” theory were needed. it would be pointed- out
that forcing the ananese merchant to stop using his nafive languagg; would
hardly- result by itself in any ability on his part to speak French:

While even -the resistance based on peddgoglcnl normativism has been
disappearing from the educational perspective on black dialect, it must be
‘admitted that educators are still left with a rather formidable amount, of
technical information on_the dialect to be. digested. Ideally, educators at all
levels should learn about:the historical background, of black dialect, and its
overall structural relationship to standard English. English teachers, in *
particular, ‘should famlllnrlze themselves with some of the more important: -
pomts of structural conflict’ between standard English and black dialeét,
in order to understand the difficulties which a black student may have with
classroom lainguage requirements. Employers, too, should come to -under-
stand that the use of black dialect by an employee or applicant is in no
way an indication of low mental’ nblllty .

The once-frequent charges of racism and stupidity which black students
and employees and white educators and employers have leveled at each
other are now giving way to a realization that much-needed knowle ge and
understanding, not name-calling, offers the wicst hope for overcdming the
probleins associated with the entry of black youths into mainstream
schools and jobs. This egsay is offered as an initial step toward the knowl-
edge and understanding essary to deal with langiage-conflict and, by
implication, with other #eas of innocent yet destructive culture-conflict
between black and- white. - : -

APPENDIX: FURTHER READINGS ON ‘BI.ACK LANGUAGE AND CULTURE ~ -

After decades of scientific and pedagogical neglect the langhuage and
culture of black Americans has finally begun-to receive the attention they
. mesit from scholars and educators. In fact, the literature on these subjects
is currently in a state. of rapid expansion, as a glance at the “Black -
" Studies” section of any ood bookstore will confirm. Yet this literature is
of very mixed qunhty. and the beglnner \\lll do ‘well to seek gundnnce on
the initial selection.

The following is a list. of primary rendmg on black language 8nd cul-
ture which are of uniformly high quality, having been written for the most
part by professional linguists and'-anthropologists. They have all been
written with the'intclligent layman in mind, but they are by no means “popu-

“lar” treatments.®At times,-the layman may find them too comprehensive,
‘or the treatment too technical, because the authors have also written these
works as contributions to their particular dnsclplmes. and therefore have
been addressing’ their colleagues as well. But this' has an advantage; it
gives these works more than passing value. As the reader becomes more
informed in“the area, he can return. to these works again and again, and
discover new information and insights which were previously obscure. The
vast majority of these works deserve- to be .in the private collection of
anyone seriously interested in Afro-Amerlcnnl language_and culture. (In-
deed, one item—that of Herskovits—has nlrendy become a classic in this
ﬁeld) Consequently, only ltema which -are stlll nn print have been listed,
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-and procurement mformntlon (such as the publisher nnd prnce) has been

included in every case. The addresses of most of the publishers will be

" known to any bookseller, except perhaps the-two- non-commerclnl ones

which, fox' the record, are:

~The Center for Apphed ngulstlcs :
. l:l\’[,Mnssnchuaetts Avenpe, N. W,
t . Wnshmgton, D.C. 20036
and
: The Florida FL Reporter
801 N.E. 177th Street.
North Miami Beach, Florida 33152

The list is divided .into two _parts: those collections, nnthologles, or
"books whieh supply. background information .on black’ culture, and ,those
which {eal directly ,with black -dialect and associated pedagogical issues.”
Although by no means-the only reliable or informative works of their kind,
on black language or culture, these will give the ambitious reader a good
.start, and the bibliegraphic references which_they mclude can serve as a

L gmde to more extensive reading.

‘ SECTIONI CULTURAL BACKGROUND

1. Roger D. Abrnhnms, Po.sctwcly Black. Engle\\ood Chﬂ’s, N‘.J.r Prentice-‘

Hall, Ine., 1970. Pp. xii, 177. Price, $5.95 hardcover, $2.95 paperback.
A study of blnck identity through black performnnce patterns. The book -
contains an insightful discussion. of what could be called “black talk”
_(meanmg the usc of language among black: people, rather than its form
‘as is emphasized' by the term “black dialect”). in which the author shows

the -interrelationship of discourse styfes, speaker roles, and certain folk-

- lore motifs. -

3
2. Ulf Hannerz, Soulside; lnqumcs mlo Ghetto Culture and Commzmlty
.. New York: Columbia Umverslty Press, 1969 Pp. 236 Price, $5 95 hard-
cover, $2. 95 paperback. -
An ethnogrnphlc study of a modern black inner-city neighbor hood The book
is rich in its analysis of life styles and sex 1oles, and contains mformatwe
dlscusslons of the function of rumor and gessip in the\ghetto

3 Melville J. Herskovits, The Myth of thc Negro Past. Boston: Bencon
Hill Press, 1958. [A slightly updated re-issue of .the 1941 text] Pp. xxxii,
" 368. Prlce, $2.45 per copy, paperback only.

+Qriginally ‘published in 1941, this was the first -serious attempt to ‘trace

Afro-American social and behavnornl patterns back to African sources.

. Chapter VIII, on language and the arts, contains a number of provocative

observations on possible African influences in the, speech of New- World Ne-

- groes. Has insightful comparative obt.ervntlons

4. Charles Keil, Urban Blucs. Chicago: The University ot Chlcngo Press,
'1966. Pp. xii, 231 Prlce $2.45 per copy, paperback only.

"+ Although primarily a study of the urban style of blues smgmg, thls book -

argues for, and illustrates, the existence of a black urban culture distinct

jfrom white or mainstream urbnn culture. Much of the perspective developed

“in the book on black music is dlrectly trnnsfernble to other nspects of black
culture. .

. 5. John" Szwed (edltor), Black Amcrwa New York anlc Books, Inc,

1970, Pp, xvi, 303, Price, $7.95 per copy.

A collection "of 23 essays on various aspects of Afro-American lnnguag'e

.and culture,_some with a hlstom,nl some a descrlptlve, and’ some a polltlcal
orientation,.
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- SECTION II: BLACK DIALECT

1. [Alfred C. Aarons, editor] “Dialects” by Jean Malmstrom; “Negro Chil-
.dren’s Dialect in the Inner-City” and “Non-Standard Negro Dialects—
Convergence or Divergence?” by J. L. Dillard; *'Sociolinguistic Factors
in the History of American Negro Dialects” and *Cortinuity and Change
in American Negro Dialects” by William A. Stewart. [From The Florida -

_ FL Reporter, 1966-1968.] Price, $1.25 for the five articles. ° -

A packet of reprintings of articles on black dialect from’past issues of

The Florida FL Reporter, this collection is particularly useful in' provid-

ing an understanding of the history and development of black’ dialect, and

.its position within the American dialect complex.

2. Alfred C. Aarons, Barbara Y. Gopllon, and William A. Stewart (edi-
.tors), Linguistic-Cultural Differeyces and American Education [=Vol.
1, No. 1 of Tie Florida FL. Repof'ter, Spring/Summer 1969]. Pp. x, 1176.
Price, $6.50 per copy. - ‘ o T

A special anthology issue of T'he ‘Wlorida FL Reporter devoted entirely to .

_the implications” for education of linguistic and cultural diversity in:
"American society. Of the 43 articles: included, almost half deal wholely or

in part with black dialegt. .

.~ 3.Joan -C. Baratz and Roger W, Shuy (editors), Teaching Black Childrén

to Read. Washington, D.C.: Center for Applied Linguistics, 1969. Pp.

.xiv, 219, Price, $5.00 per copy.’
Contains éight articles “(five of them appearing for: the first time in this -
book) on the implications of black dialect for beginrning-reading instruc-

. tion. Some of- the contributors suggest. the use of elemientary readers in the

vernacular language of black childrén, and furnish sample texts in black
dialect. : ‘ : ¥

4..Ralph ‘W. -Fasold and Roger W, Shuy (editors), Teaching Standard
English in the Inner City. Washington, D. C.:” Center for Applied Lin- -
- guistics, 1970. Pp. xx, 141. Price, $5.00 per copy.

"Contains six. articles on the techniques of teaching standard English to - A

speakers of biack dialect. These readings will| serve as an orientation for

~ teachers of black students of all ages. The articles are uniformly rich 'in

examples, both of the structural. features -of black dialect and the applica-
tion of modified foreign language teqching techniques in the English class-

. rdom; . .

5. Irwin Feigenbaum, English Now. [Developmental -Edition.] New York:
New Century, Educational Division, Meredith Corporation, 1970. Teach-
er's Manual. Pp. viii, 158. Price, $2.64 per copy. Student's Workbook.

. Pp. iv, 158. Price $13.20 per package of 5. Reel-to-teel tapes are also

dvailable at $156.00 per set of 14. . .
This is-probably the first course in'standard English designed specifically
for speakers of black dialect, and based on a comparison of the two varie-
ties of English. The pedagogical techniques utilized in the course are aimed
at high schoél students.and below, but the linguistic problems.dealt -with', -
are shared by many adults as well. : : -

N‘
6. Walter - A.  Wolfram, A Sociolinguistic Déscn’p_lion of Detroit Negro..
" Speech. Washington, D.C.: Center for Applied Linguistics, 1969. Pp.
xviii, 237..Price, $5.00 per copy. i

. A detailed-study’ of certain structural characteristics of the speech of De-

troit Negroes, and their correlations with.such-social -factors as: age, sex,
and economic status. Comparison with white usage in Detroit, and Negro

~ usage in other cities, are made. )
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Section 6: 'Con’rrafsﬁve Diale'cfology

A CONTRASTIVE HAlTlAN CREOI.E-ENGIJSH CHECKI.lS'I'

R. M. R. Hall"
Beatrice L. Hall"~>’ .Q

1. Introduction . .

Teachers of English to spenkers of other lnngunges'in the greater New -
York area are encountering in_their classes increasing numbers of students
at every age level from the French-spenkmg Caribbean. While the majority

. of these students come fréem Haiti, there is also some m-mlgrghon from the

French islands of Guadeloupe and Martirique and from Frenca Guiana and
from the British islands of St. Lucia, and Dominica where a sngmﬁcant
part of the population is French-speaking.

Since these students come from places where the oﬂ’lclnl lnngunge is
French, the teacher faced with such a student is almost sure to assume
that the student is in fact a_speaker of some variety of Standard French

* which is not too different from the French the teacher studied in school, and, |

as a result, he will gxpect normal sorts of French-speaker mistakes in Eng-
lish. In thls assumption he will be aided and abetted by his student (or the
student's parents) who will insist that the native lnngunge 18 French. The
teacher is usually then astounded by the fact that many of the things in
‘English which are very difficult for the French-speaker (e.g., the contrast
between the simple present and the piresent continuous) come quite easily
and naturally to his student while other things which are normally casy
for the French speaker (e.g., the application_of he only to masculine be-
ings and she only to feminine ‘anes) come only with great difficulty.

The plain truth of the matter is, of course, that such students . are
NOT native speakers of Standard French or anything close to it, what-
ever they or their parents may say. Their first language is, almost with-
out ext¢eption, Caribbean French Creole, a language which shares with -
French ouly its vocabulary and, to soime extent, its sound system but. which
is so different from it grnmmntlc'\lly that these two kinds of speech must
be considered- to be-two separate langunges since the speaker of one can-
not, without study, understand the other in any effective sense. To under-
stnnd then, why people from this region refer to themselves only as
spedkers of. French (even though.their command of that language may be
barely minimal) one must know'somethmg about the socio-linguistic situa-
tion in the area, Both in Haiti and in Martinique, Gundeloupe and French
Guiana the official language and the lnngunge of instruction in all Schools:
.is French. All public business is conducted in French and it is considered
appropriate to speak only French on-any kind of a public or official occa-

. sion. Almost nll writing is nlso in French and there is in Haiti very little -

.Dr. R. M. R. Hall ig at present Chairman of the nguwtzcs Department
at Queens College, City University of New York, which has one of the
first undergraduate TESL tcacher training programs. He previously
taught English as a second language at the American Language lnstttute
of New York University and at the Centro Venezolano-Americano in
Maracaibo, Venezuela. Dr. Beatrice L. Hall is an Assistant Professor of
English and .Linguistics at State University of New York at Stony
Brook. She has also taught ESL at New York Unibersity. The Halls
have been joint authors of a number of research articles and are now at
work on a manual for teachers of English to speakers of Spcmwh
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literary tradition in°Creole and in the other.regions almost none at all. All
of these facts coffpine to lend to French: very 'high social prestige and to
mark Creole as the language of peasants and illiterates (see Stewart,
1962a and 1962b, for further discussion of the social roles of Creole vs.
French). Since' a knowledge of French is a sine qua non for upward mo-
bility, and since those who migrate to the Umtegl States are by and large
members of the class with social aspirations, it is not surprising that, by

. a transference of Cayibbean standards, these people claim Frencb as their °
" native language. For them to.admit to outsiders that Creole is their native

langnage would, in’ their eyes, stigmatize them as low,gr class and back-
ward. However, it must be emphasized that, according to every reliable
linguistic survey of the area, ALL social classes (except recent European
«immigrants) DO speak Fl’ench Caribbean Creole and NOT Standard

French as their first language. Indeed most of the middle-class residents-

" of the area do speak very good Standard French but studies have shown
that even this French is usually -influenced in many more or less subtle .

- ways by Creole and in no case can it be said to be the first or native lan-
guage. Thus it must he emphnsnzed that when dealing. with students or -

their parents from this area their protestations that, “Yes, lots of other
people do speak Creole but in enur family we speak onlv French,” are to be
taken with a large gram ‘of salt. It may be safely- assuined that the lan-
guage which will excreise the primary influence on the.learning of Eng-
lish is not French but French Creole. The teacher must be acquainted with

. the facts of Creole structure if he is to help his students master English
.and it is our purpose here to sketch in bwad outhne the major facts of .

Creole grammar.

Although there are many minor dlﬁ’el ences bet\\'een the Creole dialects
as spoken in Haiti, Martinique, Guadeloupe, ectc., they are .fll mutually

intelligible and have the same basic grammar, The immediate basis for our -
description is Haitian Crdole, ~both because there are many nore speakers

of it (perhaps 4,500,000) than of all of the other French Creoles put ‘to-
gether and bt.cause Haitians are also far and away the ‘most numerous

‘group of Flenrh Creole speake:s in .he ‘New York area.!

2, PHONOLOGY

o

The consonnnts of Haitian Cleole are summnrued in the followmg .

table: : . )
p t (). : ' (kv) k
b d (d?) (v) g
£ s 7 o ¥ . : (h)
v z L . o
‘mo o RN € ) .
R A y LA

! Qur descrlpuon is based primarily on_ the -;peech of two. informants: Mrs. Hornl'l

Jean-Charles, a native of Port do Paix. and Miss Gemma Durand, a nalive of Port-au-
Prince. We would like to thnnk both of them for their wonderfully cogperative understnnd-

. ing. Our thanks also go to the numerous Haitiana who were .our stud at the Amecrican

Language Institute of New York University and to our former collcagues there with whom
we have discussed many of these problems. Our special thanks also go out to William A.
Stewart, Education. Study Center, Washinglon, D. C., who firast roused our inlerest in the
comparative study of the Afro.Caribbean Creole languages and with ‘whom we have hnd
many valuable discussions of Hlithn Creole grammar. For more complete descriptions of

Haitian Creole grammar sce R, A, Hlll\Jr (1953) and andmlly (1970).
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"* They may be contrasted with: the following'summary of English consonant:s:

¢ ko

. B

r . . - ' Y

w y ‘ E . . ’ . [N
- The following are the major points of difference between the two o -
systems: o ’ . B

21 Sounds present in English but lacking 'in Haitian Creole are /&/, 4=
i1/ Je/, {6/ as in<church, judge, thin, then. The usual substitu}ions’ '
are /3/, /%/,7/s/, /z/. A useful technique for teaching /&¢/ and /)/ is
to have the student pronounce /t/ plus /§/ and /d/ plus J¥/-in close
juxtaposition, e.g. what she s said over and over at increasing tempo until
. the thr8e words run together producing /waéiyz/. Then the element /&/:
is isolated in- word-initial position by diminishing the volume of the /wa}/’--
until it disappears and the student is left saying cheese and then what
cheese with a clear break between the two words. This can be reinforced
by contrastive phonetic-semantic drills, for exaniple, watch the baby with
the teacher pointing to his eye vs. wash the baby with the teacher miming .
the .act of washing. Other pairs of words for practice on .the contrast of
/&/:/8/ are cheap.und sheep, chip and ship.. ' - )

- Once /&/ has been rﬁa‘stered, /}‘/ should fall in.line fairly rapidly.

( ' The important thing to note about /6/ and /d/ in contrast to /s/
and /z/ is that /6/ and /§/ &re not only frequently interdental; they are
also non-strident—that is, English /e/ and /3/ in contrast with Eng-
lish, or Haitian, /s/ and /z/ are said with comparatively little air pres--
sure. In' teaching the student to produce /e/ and /§/ one should not
only have him get his tongue forward into interdental position, one should
also caution him to “say the sound very softly.” It.is useful to have him .-
hold his hand about.four.inches in front of the teacher’s mouth to feel the

" difference -in air stream between /6/ and /s/. This teaching technique
is useful for speakers of any language who have difficulty with the Eng-

lish sounds /e/ and /3/. o
2. 2_ Sounds present in both languages but’ with different distribution.
2.2.1JAspiration of Voiceless Stops . T

English. /p/; /t/, /&/and /k/ are all aspirated in initial position.’
~ This means that when any of these stop consonants is the first sound in a -
—=wérd .it is followed by a light puff of air. When an /s/‘, precedes these
* . consonants this puff of air is absent, as it usually. is when the sound
_oceurs in the middle of a word. This can easily be seen by holding one’s -
hand in front of his mouth while, comparing the pronunciation of pin
(aspiration, phonetically [phin]) with spin (no aspiration) and slipper
(usually, no-aspiration). 5 . . ) -
Haitian /p/, /t/, and /k/ on the other hand are never aspirated. This
poses a one way problem—that is;-the Haitian has ne difficulty in hearing - L
English [ph] [th], [kh] as the equivalent of Haitian /p/, /t/, /k/ and
separating them from all the other sounds of the English system, but his ,
unaspirated ./p/, /t{; /k/ will frequently sound to the English speaker
" like {b/, /4/, /g/, and lead the unwary English ‘teacher into thinking
that his student is confusing the voiceless stops of .English with the voiced
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oues. When' teaching the differential coutrol of aspiration ‘it is much easier
to establisli the diffevence with /p/ ‘than with /t/; /&/ ov /k/; .once

* the student has lezined to control this featuve in thelabial area he can
then transfev it to sounds articulated farther back in the mouth.2 While .

- aspirvation is, not especiflly easy to teach, among methods that are rea- .
sonably successful ave: . ' = e
a) “telling ‘the student lo pufl his lips out so that the inner .edges of the ;
livs meet when a /p/ is articulated in initial position and. . ‘ ’
b) exapggerating the amount of, aspivation by proveuncing: the word em-
p_hnticnlly nnd_breatl;il_jv. . : . T :

2.2.2. Affrication of /t/, /d/, /k/ and /g/. ) :
In the chart of Créole consonants, after /t/ and /d/ and before /k/ and
/&/ the sounds [ts], [k¥], [d=], [g¥] are given in parentheses. This is te in-
dicate that thgse sounds are significant positional variants, or allophones, of
It/ 7%/, /4/.. [g/. When - /t/ ete. are followed by /i/, /[y/ or
/w/, they.affricate, that is, they are followed by a very lightly articulated
fricative made in the same place in the mouth. The degree of affrication
varies .griatly from speaker to speaker and from region to region. For
some speakevs this is only a light /y/-like effect (palatalization) following
the consonant and it does not interfere with their intelligibility in English
but’ only_ makes them sound- somewhat foreign. For other speakers the
degree. of affrication is great enough to interfere with intelligibility and
- work wnust be done with- them to get them to use’ their non-affricated
- . allophones befove /ify /y/ and /w/. ) ' o
" 2.2.3 The ‘interchange of /1/ and /n/.. R T - :
Although /1/ and /n/ are separate distinctive sounds in Haitian
Creole, theve exist a small number of words iri which they ave in either
. systemoatic variation, conditioned by their phonetic enviromnent, as in the
definite article la which varies with na, ov in apparently free variation, as
in /kunyea/ “now” which varies with /kulyea/. This habit of interchang--
ing /1/'s arid /n/’s seems to be carried over into English by at least some
Haitians so that one heavs, for example, from: Haitians.in New York the*
principal island on whichi the city is located referred to as /malhatan/.
-2.2.4 The pronunciation of /1/ ot o
General Amevican English has two varieties of /1/ which are tradi-
_tionally termed a bright [ and-a dark (or dull) L For example, most
Amevicans have a bright /1/ in words such as light and’ leap, peel and
! piile; they have a davk /1/°in loop and love, Bill and pepfil. Haitian’ Creole
-has.only, a bright /1/; the dark /1/ of English is perceived as a /w/ by
- the speakcr of Haitian Creole and when he attempts to imitate a teacher’s
pronunciation of a word such as pencil he may produce. [pensuw]. The
Haitian bright /1/ is quite acceptable to speakers of ‘English in all of the
positions where a dark /1/ is used (indeed, many-Southerners and speakers
of British English regularly use only a bright /1/). The problem is to
bring the Haitian to vealize that English dark /1/ is a kind -of /1/ and
to respond to it with his /1/. Writing the word on the board frequently
-helps clarify the pvoblem. . : o .
2.2.5 Conflicts caused by /r/ and /h/
. Haitiah Creole, in all dialects, has-an initial /r/ which is produced by
very light velar friction and which seems to American cars to have a-
/w/-like quality, especially before back vowels. In Haitiaf /r/ occurs

\

3The principle of teaching manner of articulation contrasts first in the labial area

- also applics to teaching voiced/voiceless distinctions to speakers of languages sdch. aa

Chinese. Given speakers who have .only /f/, /s/ and /8/ and not their voiced counter-

parts;—it is much casier 1o first teach /v/ h‘}. opposition to /f/ and then transfer the
newly acquired voicing contrast to /2/ and /%/. . ’ i
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‘between vowels and between.a consonant and a following vowel with the
one restriction that the combination /§/ + /r/ is net found. However,
- ne /r/ may occur between'a vowel .and a following consonant or at the
. end of a-word. This distribution of /r/ almost exactly parallels the '/r/
distribution in American English r-less dialects and therefore, &éxcept for

: the need to' teach the student an English /r/, there is no need to change

the student’s usage; even if the teacher’s own speech has /r/ in these posi-

tions,- he must steel himself to accept this relatively r-less usnge—_gf_tér-

all, a fair.proportion of the U.S. is velatively s-less.

. The problem of tenching English /r/ to Haitians is further complicated

by the fact that-the Haitian tends to perceive English initial /r/ as a /w/
so that he hears ring as /win/ but crew as /kruw/ -and dreary as
/driyriy /. When working with speakers of Haitian Creole who are adults
.or older children iho already know . how to read, as new words:which begin

with /r/ are introduced in oral/aural drills, they should: be written on the

_blackboard and a moment taken to rvepractice the /r/-onset, with the fric-
“tion of the /r / slightly exaggerated by the teacher. (Good general direc-
tions for teaching English /r/- can be found in Lado and Fries (1954).)" -

.For the majority of Haitian Creole dialects, initial /r/ has two his-
torical sources: French “initial /r/, as in /ri/ “street” (French rue),
and the so-called. “h=aspiré” 'of French, as in /romd/ ‘lebster’. (French

homard). However, in some dialects in the south of Haiti, French “h-aspiré” -,
- is realized not as an /x‘/ but as an- /h/, thus /homa/. This southern

‘/h/ is the ONLY /h/ found in. Haitian; it -is completely acceptable to
_English speakers as a variety ¢f /h/ and the speakers who have it:repre-
- sent no teaching problem™Nn this regard. For the majority of Haijtian

Creole speakers,” who have no /h/, this sound must be actively taught.

While this is not easy to do, a strategy which has frequently worked’ for

us”is as follows: The contrast is first taught in' intervocalic position with.

words such as ahead wheren weakly stressed syllable is followed by an
/h/ which commences a strongly stressed syllable: The student should be
-+ first made aware df the existence of a segment and the teacher should
“make the /h/ in his pronunciation model exaggeratedly breathy. This
-technique is usually spccessful and it simply remains to transfer the stu-
~ dent's ability to, first, constructions with indefinite article plus noun with
+ initial fh/, e.g. ’ i . L . :
o I want a hat. >
I want a house.“ . ; .

and then to these same wé’rds with the deﬁnité article
.- The hat is good '
The house is big -
| e

-and finally to other words ' r
.. : - - ’ ’ ’ '

’ ‘The hat is here.

. and ' 4

. Harry hn; a hat.
‘control befdre the studentis led to attempt it before syllables with weak
stress such as in rehabilitation.
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.~ If the student is un;

can be.brought to it byRhaving him imitate panting.
2.3 Vowels ' o .
_ Haitian Creole has seven vowels: ' . v
5 o * .l.‘
: .e

ble to produce an ‘intervocalic /h/ at first try, he

1

k) . ) E
\_-md two diphthm{s/ /ey/ .and /ay/. . - .
. Their values are approximately the continental ones; their closest English
cquivalents-are: /i/ to /iy/ as in machine; /e/ to /ey/ as in bail; /e/
to'/e/ as in bet: /a/ to /a/ as in father; /o) to foH/ as’in bought; [o/
. to Jow/ as in~bowt; fu/ to /uw/ as'in pool. All of the Haitian vowels
_are pure vowels and all of them are relatively short; they have.none of
the diphthongal off-glide or “wa-wa” quality which is .so characteristic of
. - English long vowels.. (This fact of English is symbolized above by writ-
! _ ing the English vowels with a following /y/, /w/ ‘or /1/.3) The Haitian
diphthongs /ey/ and /ay/ ave quite close to the ones found in the Eng-
lish words bay (/ey/) and.buy (/ay/); these English sounds represent
no problem for the speaker of Haitian Creole. . .
« .- These seven Haitian vowels may be compared with the system of Gen-
) eral American English which-recognizes from eleven to thirteen contrasts
in its vocalic system. In English we must distinguish between a system of

a . . h

short vowels and a system of long vowels. -
SHORT ' '
RN )

_ " LONG
u -’ - iy - uw.
€- 9 - ey - ow
y ® . ~a (=H) . OH
. All dialects of General American English show -the following contrasts: -
o “.a) short“vowels: .pit (/1/); pet (/e/); pat (/=/); pol a/); putt.
‘ . (/a/): put (/u/); in addition; some dialects. but not others, have a con-
oo N trast between /j/ and both /a/ and /1/ as can be seen in thé contrast: -
: <. " just (ad)) fa/: just (adv.) /i/: gist f1/. . . &
b) long vowels: peel (/iy/); pale -(fey/); pool (/uw/); pele ( ow/);
Pan} (/o11/). In addition, some dialects, the dialect of New. York- City for
example; have a contrast betwéen long /=1/ and short /e/ as in have .

B

(i lin) can jeu f4 . IR R .

: g : . L § o ot

There are two types of difficulty which the speaker of Hnit!nn Creole

. is going lo encounter with the English.vowel system. One is concerned
with differences in vowel quantity and the other is conéerned with differ--
ences in vowel quality. ' * o . '

14

. " 23.1 Teaching English vowel quantity. = - - L
‘ . Haitian Creole already has-one cssentially quantitative vowel distinction

"is the distinction. between /ey/ as in /soley/ ‘“sun’ and /e/ as in.

. 4 \

3We are here following the Trager-Smith convention of  symbolizing the centering
off-glide, or non-syllabic schwa. found in words such as bought and air as /u /. For an
exposition of this transcription conventiow., see Gleason (1961). *

11t should be h d that what we are dealing with here is the set of sys-
tcmatic contrasts found in the surface phonological system of English as they may be most
usefully presented to a forcign learner of the language. The vowel system of English as a
system is, treated exhauatively: in Chomsky and Halle (1968) which the reader should eee
for the deeper implications of the nnalysis presented here. : L
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S . /bet/ “animal.” The English distinction between bait and "bet should be
L - T . practiced first. Then the diphthdngal extension of /iy/, /uw/ and /fow/
h C *should be taught with words such as beat, boot and boal with the vowel - :
L length and the /y/ or /w/ quality of the glide greatly exaggerated. With . . ¢
. Ce e © " /uw/. and /ow/ the teacher should also exaggerate the lip rounding of the : ‘
) i off-glide /w/ and try to get his students to, in the heginning, produce
P e ’ exaggerated rounding here. In our teaching of these contrasts we' have | ) o .
i ' : ' found the conventional minimal pair drills to be of only limited help and ) . .
A . ' . much’ better postponed until after the student has some articulatory control »
PO e . over the extension of the vowels by producing the off-glide diphthongs. : A
' o ’ ' Work on the extension of /on/ is:better postponed until the student . . :
has mastered /iy/, /uw/ and /ow/; Haitian /a/ is close enough in s ' -0
placement in the mouth to English /o11/ that this sound is not particularly : C
. ‘difficult for Creole speakers and since there is no surface contrast in Eng-
lish between a long and short' /o/ there is no possibility of misunder-
) standing. ' LT -’ . .
. ‘ The contrast between /@/ and /@n/ is not a very productive one in - o e
: ' English and again work on it should be postponed until the rest of the : '
. L. . " vowel system has been mastered. ’
: o : : 2.3.2 Teagliing English vowel quality -
i . . ) The English vowels /e/, /a/ and /a/ are quite clése to their Haitiun
' . . counterparts and need not be specially stressed. However, English /1/ and .
e . . /u/ are both lower and laxer than their Haitian equivalents—Haitian /i /* N
L and /u/ are more nearly like the vocalic parts of the English long vowels :
N } ' N " /iy/ and Juw/ (mucl.the same problem that one finds with -Spanish

speakers). In teaching these sounds, one must teach the student to find a

. slightly lower placement of the tongue and to lax his.nouth muscles as the
- . sound is articulated. 1n doing this mouth diagrams with the Haitian and
the English position of the tongue marked are a useful initial teaching aid

- " but the real work must be done, in frequently repeated imitation drills -
o where the student mimics alonjr with the teacher. These should start with
. . o -, the teacher articulating the higher, Haitian-like vowel sound and then
opening* his mouth slightly to get the position of the lower, laxer English
: o short vowel, thus /iiiiti/, /uuuutvuu/. The student should be repeating

R ) this'sound sequence in chorus with the teacher, trying to_ get on the samne .

» harmonic beat with him. At the moment when the teacher makes the transi- _ : o
tion ffom the close to ‘the more open vowel he can indicate this fact C

T . : . visually to his students by a hand signal, starting by holding his thumb and ‘

. i ) forefinger in-the air paralle! to the ground with the thumb rather close to

oo ' - : the forefinger and then dropping the thumb slightly to indicate the onset.

S . ) L of the laxer, more open articulation,

! L \ . Variations of the same technique can be used to teach the other two
. : short vowels which give the Haitian difficulty: /x/ and /a/. With /=/
. the point of departurc is /e/ and the student again must be taught to . \ :
c : ‘ *achieve a more open- articulation. With /a/ the point of departure is l:'/n/ ’ .
; o and the student must be taughi to close his mouth slightly for the Eng-
. . ) lish sound.
. * After the vowel segments liave been mastered in isolation they can
“ be transferred te words and (o sentences which demonstrate-the contrast
; , *  desired, e.g. {‘et the dog vs. Pat the dog. - . B
ao . o7 2338 Jawy/ and hy/ .. St :
- . Although Haitian does not contain either of ‘these diphthongs, they
seem to ‘pose no problem . for the learner of English.

. 2.4 Syllable structure . . [ - .
In Haitian there are, essentially, .qnly-fn_re permitted syllable shn’pes:

R o142 . THE ENGLISH RECORD

.-

S ..159 ' |




ERI

Aruitoxt provided by Eic:

s

" V; VC; CV; CVC; CCVC (with the second conspnant of the cluster usually
bemg cither /1) or fr/. English, on thé other- hand, has many more
permitted syllable shapes The difficulties which the Haitian will have with
the beginnings of words. such as inserting an /e/ “before the /s/ of
words' suchsas station or stree are relatively unimportant. However, his
inability to have final consonant clusters means that such important gram-
matical contrasts as those between walk, walks and walked are both
things which he does not readily perceive (see 2.5) and which he will not
be able to reprdduce unless they are actively and intensi.ely taught to him.
2.5 MorphophonMpic and morphological invariance

One major way\n which Haitian Creole and English differ is that words
in Haitian do not vary in phenetic shape within the same grammatical
class. Haitian possesses no “long-short” vowel alternations as in English
ervime-criminal, outh-sontheri;-no vowel reduction with shifting "stxgss as
in English plmlm;mph phntoqmphm. and no internal vowel change as a
grammatical marker as in keep-kept or ring-rang-rung. Ténse and plural-
ity are indicated in Haitian by free morphemes which are connected very
loosely, if at all, with the words with which they are associated. Thus a
farm such as walked or ships is doubly difficult for the speaker of Haitian
Creole since it involves a non-pevinitted final syllable cluster which ends
in a, to him, almost soundless ‘consonant, and a‘grammntlcnl function which
is quite foreuzn to his native feeling of how a language is put together.

»

3.0 GRAMMAR

In the space available it is obviusly impossible for us to give even a
reasonable outline of the grammar of Haitian Creole. What we shall do is
sketch in some of the major ways in which Haltlnn Creole differs from
‘Epglish.

" 3.1 Articles and Plurality

Haitian "Creole has, from a surface view, an indefinite article and
two definite articles—a singular and a plural. However, - this apparent
similarity with English breaks down rapidly. The Haitian indefinite article
only curreqpon(lq to one function of the English mdeﬁmte—thnt is, when

" the meaning is “one.” Thus, Haitian says

Jmwen genyen un liv/ I have a’ book
but in the negative’ _
/mwen pa genyen liv/ “I don't have (a) book.”
since ) ' o
I have a book

voape

neans the same as

I have one book

but

1 d.on't have a book
means the same as”

I. don't have any book.

“Thus the Engllsh indefinite article nrrespondmg to any must be actwely
taught to the speaker of Haitian Creole. : :

'In the case of the singular definite artlcle, the ‘distribution poses no
major problem but  the Haitian syntax will ‘pose a real problem—the -
Haitian article occurs after its, noun and, if the houn has an associated
relntlve clnuse. then the article comes nfter the rolntlve clause, thus
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/et la/ } . “the milk”
milk the )

/16t ke u t'a$té dan market ia/ ST : -
. milk \vhlch you past buy in market the , N

“the milk which you bought at the store.”

Plurality is far more difficult. Haitian Creole - nouns are, not mﬂected
for plurality. The only marker of plurality in Haitian 1s the plural
definite article. Thus one can say .

, /zoran¥ yo paret !sr/ “The ornnges seem expensive” ‘
but - .
/zornn! paret ¥er/ “Ornnges seem expensive.”

Marking .1 houiis” for plurality is very dlﬂ‘lcult for Haitians and must be
drilled mtensively

3.2 Pronouns .
Haitian Creole has the following pronouns:

Singular _ -Plural -
L /mwsn/ T /nu/
2 /u/ ) . . /nu/
$8 /Y A LY
These are nbsolutely unmﬂected for use in a sentence:
/m\\sn wé yo/ ’ . “I see them"
/yo wé mwen/ . ' “They see me"
/fré mwen/ . “my brother” '

In addition, ‘there is no gender distinction in the third pevson singular
pronoun—/li/ means he, she and it. (This should not be interpreted to
mean that Haitians cannot detect sex differences—it simply means that
they do not make any overt distinction in their pmnomnml usage.) By and
large, the use of pronouns in Haitian and Lnghsh is the same but the
morphology of the English pronominal system is very difficult for the
Haitian and must, again, be intensiv oly drilled. . . .

3. 2 1 Possessives
The Haitian Creole rules for what is possessed are more nearly hke

those of English.than thcy are those of French and should pose no prob-
lem. However, possession in Haitian is shown by what is technically
termed a stufus-construct: that is, there is no MORPHOLOGICAL sign
of possession;'it is simply indicated by the juxtaposition of two nouns or
a noun and a pronoun \\'lth the second noun or pronoun being the possessor
of the first: i _

'/fre papn mwehn/ ~“my father's brother”

* brother father I - -
Where the Haitian has difficulty, then, is the position of ﬂle possesslve and

the learning of the npmopunto morphological forms. As we pointed out -

above (2.5), the Haitian is almost totally unprepared by his language for
any sort of morphdlogical change an l he* \lbecomes very confused by it.

3.3 Relative clauses

Relative clausel are- one English structure which will not. give the
speaker of Haitian Creolg ‘any problem sinte a) he has.the equivalent °
of the Enghsh who/whom distinction (he ‘uses /ki/ for the subJect and
/ke/ for the’object) and (b) the relative pronoun can be deleted in Haitian
under exactly the same conditions as govern its deletion ' ln Enghsh. Even
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‘ls exactly pnrallele(l in Haitian but

0
/

the distinction’ between restrictive and non-restrictive . relatlve clauses .is °
simple for the Haitian since the restrictive alwnys requires the definite
article hut the non-restrictive docs not.

3.4 Noun clauﬁes

In Haitian Creole noun clauses cannot ‘be used as -the subjects of
sentences. A sentence such as

That John drinks w hiskey fnghtens me
must bé expressed by the Haitian- equivalent of -
What frightens me is that John drinks whiskey.

Furthermote, infinitive verbal complements can' be used only if the sub-
jeet of the infinitive is the same as the subject of the miain sentence. Thus

I want to go "

.-

' . I want h|m to go B ) o
must be . .
4 - I want thnt he go.
5 Verbs -
Velbs in Haitian are nbsolutely invariant.
3.5.1. Tense and Aspect
Haitian makes, essentially, seven tense aspect distinctions. They are in-

dicated by particles which precede the verb. These particles are:

/a/ which indicates distant futurity
/pral/ which indicates near futurity
" /ap/ which indicates present .continuous or near future
uvumarked which indicates ecither habitual actipns; actions the
time of wliich is obvious from context or co-occurring time ad-
verbials; or perfective actions
/fek/ w hich indicates the immediately completed past
/te/ which indicates definite past and emphati¢ perfective
“/ta/ which indicates the conditional mood.

Of all these, the only one which closely parallels an English usage is
/ap/, the indicator of an’ action in progress at the time of speaking. Since

" the .English tense-aspect system divides reality rather dlﬁ’erently. every

other tense-aspect must be actively and intensively taught. This is espe-
cially true of the simple past tense, which, as we pointed out above, also

‘ presents phonological problems for the Haitian..Since the Haitian can

leave a* past tense unmarked if context makes. it clear that it is past, we
kave here two factors which combine to_make the correct production of
the English form difficult for him.

3.5'2 Agreement. .

Haitian has no agreement, cither between subjeet and verb as in the
third person smguinr nresent tense of English or between noun phrnses
across the copula as in

. "My brothers are doctors’
\\luch would be expressed in Haitian as

/fre mwen yo se dokteu/
¥}nother I the (pl.) -be doctor

M )

“My brothers are doctors.”
3. 53 Prepositions C . .

While Haitian possess a full complemient of preposntlons, these are:not
used with verbs of motion when the goal of the “motion is the to be ex-
¢
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pectéd one. They are nlso not used across the copuln if the locatnon ls a
place name. . \
3.5.4 ,The passive
_ Haitian has a rule which says that the subject of the sentence must
never occur in.any position,other than |mmed|ntely before its verb. Since
the formation of the passive would require that this rule be violated,
Haitian has no passive.
Quasi-passive relationships such as’
John broke the: window.
The window broke

-which pose problems of interpretation for speakers of many .h{hgun’ges offer
none to the Haitian since this is.the normal way the same concepts are
-expressed in his language.

3.6 The copula

There are four major uses of the copula or linking verb bc in Enghsh
1) predications of the type John is a doctor
2) predications of the type John: is sick
3) predlcatnons of the type John is-in New-York
4) as a verbal auxiliary in the formntlon of the continuous tenses nnd the
passive voice. -~

In Haitian, while usage (1)_is directly. parallel to that of English, -
- usages (2) and (3) are not. In both of these sentence types the copula
usunlly has no overt realization., Thus, sentence (2) in Haitian is_simply
/zin malad/ John (is) sick
John sick Lo :
and sentence (3) is o - : )
/zin fu yok/ John. (is in) New York
- John New York .
(Note that in this sentence no preposition is used ecither; see 3.5.3 abové.)

As we stated ‘above, the prosent continuous in Haitian is formed with
/ap/ which here functions as a sort of) copula, and, as there is no passive
there is absolutely no parallel for the use of be in this structure.

The English, copula be represents a myriad of problems for the Haitian:
lt has motMrt ugreement than any other verb in English and, especially
in its confTracted ‘form, in the third person singular (’s) and in the plural
('re), presents the speaker of Hmtlnn Creole with a dlmcnlt phonological
hurdle
* A ‘great denl of tiine shouldrbe devoted to establishing the USE of an .

- overt cogula with adjectives and- in predications of location and in estab-
lishing control of subject-verb agreement,. pnrtlculnrly where Enghsh uses
contrncted forms. ~ ! | _ .

349 Questlonq ) : \

In, Hm%n, as we stntod in 3.5.4, the subject-verb order is mvnolnble,
there are no rules which require subjects to come after their verbs. Yes/no
questions are-formed cither simply by a rising intonation or b)r prefixing,
to the: sentence. /eske/ ‘is it the case that’. ..’ The English rule of
subject-vérb inversion for questions with be or w |th .an auxiliary verb is
particularly. difficult since® it violates a basic rule of Haitian Creole
grammar. Question word que’stlons are formed by having the question -

.~ word at the beginning of the sentence. However, nothing correspondmg to
.. do is used—the Haitian. question is of the form

.

. - What you want? . -
Intensive drill ‘on the use of do ‘and on its agreement wnth its followmg
subject is necessnry
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3.8 Negatives’ . 27 .

In general; Haitian negatives are formed by putting a/ ‘not’ before
the verb oy before the tense/aspect particle. Again, nothin corresponding -
to English do occurs. Haitian has no negative articles, but it does have
two negative indefinite pronouns: /peson/ ‘no on¢’ and /anyen/ ‘noth-
ing’ which, if they are used, require /pa/ before the verb :

- - /mwen pa we pesoi/ N " “] didn’t see anyone”.
I not see no one . ’

/¥an pa man¥c anyen/ "~ “John didn't cat anything"”
John not eat nothing - ' :

An additional learning problem is posed by the. fact that the English
negative in its reduced form -n't presents an impossible ‘final cluster for -
the speaker of Haitian Creole which is compounded even worse when it"
has to co-occur with does, is or was, since /-znt/ (with a lightly syllabic
/n/) is an utterly impossible final cluster. It is best, in the beginning, not
to insist on /-znt/ but rather to teach the contraction as being /-zon (t) /
since this is, after -all, the. English altérnant which is found in rapid
speech. - : - . NG

, 4.0 Lexicon

As is normal in any Romance-based language, the everyday Haitian
woid is frequently the same as the Jearned word in English. Thisagften
means that the more elevated and Latinate the teacher is in hi$® speeeh
style the more apt his student is to understand him. Thus, He i8 nearsighted .
in Creole is /li miopik/, literally “he (is) myopic” and The child s change-
able (in mood) is /petit la imerik /, literally “the child (is) chimexic.”

* A caveal whichshould be entered, of course, is that, again like stand-
ard French and Spanish, Haitian has some words which are only partly the ..
same in meaning, as /mone/ ‘coins (not money in general)’ and -deeeptive
cognates as /aktwel/ ‘present. (adv.)’, /aktwelman/ ‘at present,’ not, as-
in English, aetual = ‘real’; these, again, must be looked out for and
-actively taught. - : ' :

)//'l v
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" standard English in its phonological and grammatical systems. For ex-

THE INFLUENCE.OF NONSTANDARD NEGRO DIALECT
: N READING ACHIEVEMENT -

Kenneth R. Johnson o e

. Many disadvantagéd black children speak a variety of English that

linguists have labeled nonstandard Negro dialect. This variety, of English _
—or dialect—differs from the variety of English taught in school and in- ..
_cluded in reading texts. Specifically, nonstandard Negro dialect differs from )

ample, disaﬂvnntag’ed black ‘children who speak nonstandard Negro dialect .

lack some of the.phonemes in particular linguistic environments that.are

found in standard English, and they include phonemes not found in stand- -

ard English, in certain linguistic environments. Also, the grammar of non- o ;
+standard Negro dialect differs from the grammar of standard English. E

The existence of nonstandard Negro dialect has been established by-
educators and linguists. There is ne doubt that this dialect exists . . . that. i
there is a variety of English which As spoken by many black people; par- *
ticularly disadvantaged black _people, Although those who speak non- *
standard. Negro dialect can communicate effectively and function success-| -
fully in 2 cultural @nviromnent, ‘where nonstandard Negro dialect is the
primary language system, they are handigapped when they corae to school
where another dialeét of English (standard English) is tho dialect for

_ communication and learning. .

The relationship between achievement—especially achievement in rend-/\ ,
ing—and ‘the inability to speak standard English has been clearly. dem- : o
onstrated many times. That. is, children who speak a nonstandard dialect SR

"~ of English usually don't achieve in reading. Since many black children

speak a nonstandard dialect of English, these children are disproportion-
ately under-achievers in reading., L '
Of course, this is jnot -the only reason disadvantaged black children do

not achieve.in reading . . . there are many other reasons that coptribute

to the explanation of a lack.of achievement in .reading by disadvantaged - *
black children. -Still, many educators and linguists believe that the lack of i
standard Euglish speaking skills is the most important reason to explain .
the lack of achievement in readirig by disadvantaged black children. This '
_is particularly the case when the differences between nonstandard Negro, :
dialect and standard English conflict to create difficulties during the con-

ventional methods teachers employ in reading instruction. ’

One purpose of this paper is to illustrate the nature of- the difficulty .

" when disadvantafged black children are taught reading by. corventional

‘ regarded. Fil_mlly. a third purpose of this. paper is ﬁo argue that disnd- ’

methods. This -will be done by identifying some of the conflict points be-

tween nonstandard Negro dialect and standard English; and showing how

these differences conflict auring the teaching of reading by conventional . .
methods. After these conflict points are pointed out, however, gnother pur- .

. .pose of this paper is to show that the conflict points—specifically, the e

phonological conflict points—need not be a problem if.they are simply. dis-

Dr. Kennelh R. Johnson is Associate Professor of Education and Ethnic
Stmligv. {University -of California, Berkeley, California. He is interested
in .the influence of nonstandard Negro dialeet on aclicvement, and in
inatrictional techniquea for teaching Standard English to’students who
apeak tlus dialcet. Dr. Johnson has particinaled aptively in professioral
conventions and published widely in scholarly joushals. S
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vnntnt:ed black children whe cpe.\k nonst'md'trd Negro dialect be taught to
read their dialect first (ivith only grammatical changes made in reading
texts to match their nonstandavd grammar), and later—after they have
-acquired the decoding process and attained some facility in standard Eng-
lish—they should be taught to read.standard English.

Conflict' points (or, interference points as they are sometimes called)
occur between. two languages—or dinlects«—when there is a difference .
cither in sounds or grammatical patterns in particular contrasting lmguns-
tic environments. Another way of explaining what conflict points are is
" that one language system ‘does something different (has another sound or
grammatical fenture, or has a sound ‘or gmmmntnc'tl feature that does not
contrast with a sound or grammatical feature in the other lnngunge sys-
tem) from the other language system at correspending places. This is the,
case between nonstandard Negro dialect and standard English: there are:
points where the. two differ in sound or grammar when they are con-
" trasted. These conflict points create difficulty during reading instruction,
and when teachers attempt to illustrate the difference they more often con-
fuse dnsadvantaged black children ratllen thnn clarify the difference. The
reason for thig’ will bd e\pl'uned ' w

. First, hoyever, it is necessary to illustrate some of the conflict points
b weeen nghstandard Negro dialect and standard English, These are not
he cofflict points that exist hetween nonstandard Negro dialect and
stnn(l'n'd\' lish, but they are outstanding examples, the kinds likely to
. cause the difficulty in reading instruction. After the conflict points are,
. listed, it will be shown how the conventlonnl approach to teaching rc:\dmg
—-speclﬁcnlly‘how the conventional way teachers handle the conflict points
—confuses rather than helps nonstandard speaking disadvantaged black
children’ (phonolegical conflict pomtq are listed first, followed by gram-

atical conflict points).
-&’Standnrd Enghsh has two sounds for ‘the letters thf—one of the sounds
oiced, the other is voiccless. The voiceless initial sound occurs in ‘words
like thing, thigh and thought. The voiccless final sound occurs in words
like with, both and mouth. In nonstandard Negro dialect, the voiceless
initial /th/ is the same as in standard English. The voiceless final 7/th
in nonstandard Negro dialect, however, is changed to /f/. Thus, for with,
both and mouth, nonstandard Negro dialect spenkers say wif, bof nnd
mouf This substitution (or conflict point) operates . systematically .
that is, whenever standard Enghsh hns a vonceless final /th/. nonstandnrd
Negro dialect has /f/.

In standard English, the voiced initial /th/ occurs in words like the,
this anl that. The voiced final /th/ occurs in words like breathe and
. bathe. In;nonstandard Negro dialect, the voiced initial /th/ is changed to
/d/. thebwords the, this and that are pronounced da, dis and da he
voiced final /th/is changed to /v/ in nonstandard Negro dlnlect
‘words breathe and bathe are pronouncn(l brenve and bave. .

Thus, in nonstandard Negro dlnlect there arce’ four different sounds for
the letters: th, depending on whether the letters are the voiced or- voiceless
sound, and whethcr they occur in the final or initial pesition, while stand-
ard English has only 'two sounds for the letters th.

- In nonstandavrd Negro ‘dinlect, certain consonant sounds in the final )
" position tend te be reduced. These consonnnt sounds are /b/, /d/, /g/
h /p/, /t/ and /k/.

A number of problems are cre'tted for the nonstandard speaker lenrn-
ing to read standdard Enghsh For example, if certain consonant -sounds
_are’ reduced in the final posmon. more homonyms are cre'wcd in non-
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standard Negro dialect. Words like herd and heart, cur and curd, cold and.

in reading (i.e. The boy had a cold/coat) The obvious implication for

o ' standard speakers develop the alility to use contcxt clucs rather than

deal of time trying to get these cluldren to hear the (llﬂ'erence betwcen
| - cold and coat).
: Another problem cmised by the reduction of conﬁon'mt sound§ at the
ends of words. occur ‘when certain words are plmnh?ed For example, the
< words test, fist, desk and mask are pronounced in nonstandard Negro dia-
lect as tes, fis, des and ‘mas. ‘The consonants /t/ and /k/ are two of the
eonsonants reduced in the final position in nonstandard Nemo dialect. Re-
ducing the final /t/ and /k/ in the words cited puts /s/ in the final posi-

phiralized. For example, the plur'lls of kiss, dress, boss and pass are kisses,
; dresses, hosses and passes. In other words, the ending to indicate the
: plural in these words ic /iz/. In nonstandard Negro dialect, tes, fis, des and
mas (for test, fist, desk and mask) ‘end with the consotiant /s/» so
speakers of nonstandard Negre dialect follow the regular pluralization
rule of English for words ending in /s/. Thus, the plurals of test, fist,
desk: aud mask in nonstnndm d Negro dialect are: tcssz.., fissiz, (lcsst~ and
massiz.
A third problem cansed by eonsonant reductlon is the pnst tense
. morpheme represented by the letters ed (which, in some words, is /t/, one
, of the consonants reduced in noustandard Negro dinlect). Thus, many non-

tence, the letters ed signal past tense even if they don’t pronounce it.

t : The sound represented by the letter » is reduced in nonstandard Ne-
oo—— Co gro dinlect creating a phenomenon that William Laboy, a linguist at Univer-
) sity of Penusylvania labels “r-lessness.” A similar phenomenon that Labov
labels “I-lessness” is created by the reduction of the sound represented by
the letter I, Both r-lessness and l-lessness occur in medial and final posx-
tions. Thus, words like guard, court, kelp, cold that contain /r/ or /1/ in

a the medial position are pronounced as-f these sounds aven't there; words
. i likg donr, car, school, bowl that contain X/ or /l / in the final posntlon are
N ' ywhuounced without-these sounds. :

A preblem- caused by r-lessness in the final position is that more homo-
nyms ate produccd in nonstandard Negro dialect: For example, door and
dough, more and mow, store and stow. This may interfere with rending
comprehension (in a’ snmllnr way that consonant veduction at the end of
words interferes with comprehensnon by creating ntore homonyms as ex-

- plained, above) and suggestq that black children be given extra help on
developing skills to detevmine meaning fr_om context clues.

q‘ In nonstandard Negro dialect, there'is no distinction between /i/ and
~#. Je/ before /n/ and /m/. The sounds /i/ and /e/ are both pronounced
/i/ before nasals. 'Thus, pin and pex, meant and mint, are. given the same

. pronunciation.

It can be secen fron these examples of conflict peints between non-
standard Negro dinlect and standard English that there ave many points

) where difficulties are likely to occur when children who .speak this dialect

7 - ) : attempt to learn to read. The way tenchers handle these difficulties com-

’ ‘ ’ pounds, rather than clarifies, the difficulties. The reason for this situa-

tion is the ‘fact that disadvantaged black children have different audio-
. discrimination skills froin these expected by the teachers. In fact, the
' ' students fail to heav somé of the sounds of standard English; thus, they
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cout become homonyms and this is likely to eause comprehension difficulties’
reading, instruction is that more time should be spent on helping  non- -

phonics chies: for comprehension (instead, teachers usnally spend a great -

s R tion. In English, words ending in /s/ add another syllable when they are

standard speakers say, “He talk to him yesterday.” If they read this sen-.
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fail to pronounce tliese sounds. Teachers, however, view their pronouncing
deviations from standard ‘English ‘as eareless, sloppy speech full of errors.

Stated another way, disadvantaged black children cannot hear some stand- "

ard English phonemes and they cannot hear the difference between their
nonstandard proununciation and standard pronunciation. They cannot audi-
torily discriminate between conflict, points. The younger the children, the
more this is the case. For example, black children have difficulty distin-
guishing which pronunciation is given twice in the following series of

words: wif, wif, with; dis, this, dis; share, share, show. This simple exer- .

cise illustrates the difficulty these children have ‘in hearing certain stand-
ard English sounds. . t

The way teachers usuhlly handle this di(ficulty is to insist that there,

is'a difference—when the children hear ne difference. "Thus, to tell these -

children that they are saying pin instead of pen is to confuse them, since
they don’t detect the difference! - - ‘ : : ) .
Or, take the case of consonant reduction at.the end of words: black
childizen pronounce test and desk as tes and des,” and the plurals of these
words are fessiz and dessiz. When a black child says or reads, “The tessiz

. . ) .
“ were put on dessiz” the usual response of the teacher is to cof'rect the chiid

by pointing out fhe pronuncintion of the words in question is tests and
desks. Now, if the child dees not hear the final consonant sounds (/t/ and
/k/) in the singular forms of these words, the child also fails te hear /ts/

and /ks$/ at the end of the words. Thus, when the teacher says, “Don’t’

say ltessiz and dessiz, say lests and desks™ the child hears, “Don't say
tessiz and dessiz say tes and des” so the child is left with the impression
that the teacher meaus for him to use the singular form. Yet, in the sample
septence (The tests were*put on the desks) the letter s signals the plural
(assuming that the child reads the sentence) and his pronunciation—tessiz
and dessiz—whether reading or speaking the sentence conveys the correct
message. For the teacher to insist’ that he use the singular form (that is,

-what he heard as the singular form in her correction) is to confuse the

child. . T . oot
Thus, the different phonological system of nonstandard Negro dialect
equips black children with different auditory skills. If teachers do not

recognize this, and tend to treat these children as if, through carclessness, . °

they do not hear standard English sounds, they confuse the children.
What should teachers do, how should they handle these conflict points?

_There are two alternatives. One is. to delay reading instruction and work on

teaching these children standavd English, before teaching -them. to read
standard English. The delay in teaching them to read, however, would have
to ‘be long because it is unlikely that young disadvantaged black clildren
can learn to speak standard English.” What reason can. one give them to
convince them they need to know it? Where will it be reinforced? Do they

need to know it to function in their culture? Also, lenrning another dia-’

lect of a language is, in some -ways, more difficult than learning another
language. The difficulty, then, is that the delay in teaching these children
to réad would last until they learn stundard English and this is not
‘likely to occur until the children recognize a need to learn standard Eng-

lish—this probably does not occur until adolescence. That is, it would be.
* difficult to convince very young: childven fof the need to Igarn standard
. English, particularly if they-ave attending a school where the majority of

children speak nonstindard Negro dialect. If, liowever, black children are
attending a school in which many echildren speak standaxd Euglish, they
are participating and functioning in an environment where standard Eng-
lish is operable. Under these circumstancps, black children may pick up
some of the features of standard English. In addition, young children often
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* learn another language just for the joy of learning a different lnﬁguage.
This may also be true of learning another variety—or dialect—of a lan-

English just because they are new. That is likely to occur only when they
have an opportunity to participate in social situations where standard
Eaglish is the operable linguistic system. It-has been pointed out many
times that young childven easily learn another language, and this phe-
nomenon of language learning has been equated with learning another
dialect of a language’the leirners already speak. The case, however,  is not
the same: in many ways, learning another dialect of a language is more
e ) difficult than learning anothér language because the, differences (confiict
’ . - pointg) between two dialects of a language are so subtle as to hide the
/ S ’ differences—especiaily to young children. The important point in young
black children leanfing stindard English is thatlthey_mussge able .to use
it in meaningful situations..This can only occur when black children have
ar. opportunity to associaté with standard English speakers in meaningful
situations. If young blnck\children must remain in a social environment
where only nonstandard Negro dialect is operable, then it is unlikely that
they “will learn standard English. ’

" It has been pointed out that if they"'dmi’i learn standard English, they
i ~ave likely 1o have difficulty in learning to read. The problem, then, is how
d ' to teach reading to,black children who speak nonstandard Negro dialect?

the phonological conflict points’-between nonstandard * Negro dialect- and
standard English, and to teach the children to read in their dialect (read-

" of nonstandard Negro dialect).” What this means is that black children
. wopld ‘be permitted to impose their phonological system onto standard
spdlling. Thus, the letters th gecurring at the end of a word would be given
the pronunciation of nonstandard Negre dialect: with would become wif;

(consonunls at the end of words, .the letters » and ! in some cases). In
other words, standard spelling would receive nonstandard pronunciation.
Actually, this is not ‘as radical a proposal as it seems. Standard pro-
) - nunciation does not match standard spelling. There are countless examples
[ ' of words not being spelled the way it could logically be expected ‘on the
basis of pronuuciation and the English graphemic system (phone, enough,
ration, ete)) and English spelling is full of silent letters (receive; caught,
. meant, cte.). Thus, black chlldren are .being asked to do no mére than
: what all children who learn to read English are doing, anyway.

. . .The grammar of reading texts for disadvantaged black children should

be the grammar of nonstandard Negro dialect, because it is grammar, not

' pronunciation, «which carries meaning. A black child who says, “mouf”
i .means “mouth” but a black child who says, “My mouf hurtin’” means
»something ghat can’t be expressed grammatically in standard English, or a

cai’t be grammatically expressed in standard English. .

‘. . . Nonstandard Negro dialect differs from—or condicts with—standdrd
' Iinglish at specific points, and these points interfere with reading compre-
) hension. In addition, black children, when- they read standard English, are
( : <. encountering a strange grammar system and this causes them to -read
. ’ haltingly ahd ,with difficulty. To illustrate how the grammar of nonstand-
ard Negro dinlect differs from the grammar of standard English, a few

conflict points between the two varieties of English will be pointed out.
In nonstandard ‘Negro dialect, it is unnecessary to ‘put the plural
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There is another afternative, however. This other alternative is to ignore

“guage. That is, black children may learn ‘'some of the features of standard -

ing texts would retain standard spelling, but they would use' the grammar

breathe would hecome breave. Or, in some cases letters would be silent.

black child who says, “She been talk to him” again means something that’

morpheme onto a .word if another word in the sentence indicates that the -

-,



word is plural. For exaniple, in the sentence, “The three boys are running
down the strcet” the word three marks the plural; thus, in nonstandard
Negro dialect the sentence is, “the three boy runnmg down the street”
(the copula verb-are is also omitted in present progressive tense of“the verb
to be in nonstandard Negro dialect). Now, in reading the sentence, black
children may not pronounce -the plural endmg of boys. In other words,
their dialect pattern interferes. A teacher, hearing a black child read the
sentence without pronouncing the plural endmg, will usunlly correct the
.child for a reading error when what.js really going on is interference,
and it should be pointed out to the child the difference between nonstandard
and standard English when marking plurals. This observation helps the
child contrast his language system with standard Enghsh, and he is more

likely to learn the standard pattern, “three boys” if he is aware of the -

conflict, rather than treating his pattern as a reading error.
In nonstnndard Negro dialect, the possessive morpheme is not necessary.

- Thus, the sentence, “That man’s_ hat is too big” would be, “That man hat .

too big.” Again, when black children fail to pronounce the possessive
morpheme teachers usually treat this as a reading error, rnther than an
interference point between the two language systems.

The most important - problem. of grammatical mterference is not the
failure of black children-to- pronounce certain inflectional endings of stand-

o pheme, the posmswe morpheme the plural: morpheme), but the dif-
ference in meaning that the conflicting graminatical features of their
dialect carry. Because nonstnndnrd Negro grammar differs in both struc-
ture and meanings, nt is recommended here that texts be written in their
dialect. -

Some examples of g'rammntlcal features in nonstandard Negro dialect

which mean something different from standard English, -and which teachers
generally don’t understand are: forming the past tense of regular verbs,
“conjugating irregular verbs; conjugating the:verb to be. )

o The. past tense of regular verbs in standard English is.formed by add- ‘

ing the inflectionnl ending, or past. tense morpheme, to the verb: play,
played; talk, talked. Because black children reduce the consonant sounds
/d/ and./t/ at the end of words, they often say or read play for played,
and talk-for talked. In their dialect, this means the same as the standard

-English inflected verb—that is, action was completed in the past. Often,.

when a black child fails to pronouncé the inflectional ending during read-
ing, teachers correct the child by pointing out to him that the ‘vord means
action happened in the past. Now, the child knows this, because ‘he sees the
letters, ed and this signals past tense to him. By telling the child in a'cor-
lectmg manner something he already knows is likely to cause some confu-
sion. Usunlly, the teacher demands that the child pronounce the *“ed”. which

. results in the overcorrection of pronouncing talked as talk-ted. The teacher
usually forgets to let the child in on the secret that the “ed”. is renlly a“t” .

at the end of talked. It was pointed out that when black children say
play for played and talk for talked, it means the same as it does in
standard English. But’' nonstandard Negro dialect can. indicate grnmmntl-
cally that the action not only happened in the past, but that it happened in

‘the distant past,” This is done by adding -the auxiliary verb been. For'. -

example, “I talk to the man” means that the speaker talked to the man
goinetime in the past; but, “I been talked to the man” means that the
speaker talked to the man in-the distant past. Further, nonstandard- Negro
dialect can gmmmatlcnlly indieate that the action happened so long ago
that it is ridiculous even to mention or question the action. This is achieved
‘by adding done: “I heen done talked to the man.” Standard English cannot
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e make. these.distinctions grammatically, and Iiex_'\c' is one point where nen-
. standard Negro dialect is more complicated (often, noistandard Negro
L dialect is erronconsly thought to he a- “simplified” version of English). If
) reading texts were written in nonstandard Negro dialect, the reading com-
3 " prehension of black children could be increased. : '
R ' : : -.Another grammatical feature which differs from standard: English is
. ’ ) thic irregular verb pattern in nonstandard Negro dinlect. In standard Eng-
) lish, the pattern for irregular verbs ig: do, did, have done; take, took, have
takes. In nonstandard Negro dialect, the- pattern for irregular verbs is:
do, done, have did; take, taken, have look. The past tense form and the
- : past participle form ure reversed fromn standard English. When a black
: : ' child says, “The boys taken the ball” he is nsing the past tense of the verb
- take. The teacher, however, hearing taken withont have assumes ‘that the
~ child is just being sloppy or careless in omitting have; thus, the teacher
.- “corrects” the child by telling him the sentence should be, “The boys have
’ * " taken the ball.” Notice that the teacher has switched tense on the child—
he used his past tense, but th: teacher “corrects” him. into the standard
present perfect tense. What this means to the child is that the standard
. - past tense of the verb take is formed by saying hgve taken! Now, if the
A teacher kuows the grummatical systemn of nonstandard Negro dialect, the
co standard equivalent of “The boys taken' the ball” can be given to the child:
v “The boys took the ball.” To “correct” the child into a different tense'is to
4 create confusion, and it prevents the black child from learning the appro-
' ‘ priate translation, i . - _
The verb lo be in nonstandard Negro dialect is different from standard

Fuglish, and includes forms which have specinl meanings that aren’t ‘.
duplicated in standard English. For example, the present progressive - L
: , teuse sentence, “The teacher is talking” in nenstandard Negro dialect is, . -
. o : N “The teacher talking.” The. copula is omitted if the action—the talking—is

currently happening. That is, the “talking” is going on now. But non-
. standard Negro dinlect can indicate that the action is a -regular or habitual
action hy adding the verb be: “The teacher be talking.” Standard English
can’t muke this gramunatical distinction. Again, “correction” - can create
. . confusion rather than clarification. If a teacher tells a black child to say:
. . “The teacher is talking” for his “The teacher be talking” the child is not
Y bejng taught the appropriate translation. - . . ) . :
" These examples of thé difference between the.grammars of nonstandard T _ L
Negro dialect.and standard English were given to illustrate how a dif-
ference in meaning exists because of the grammatical differences. There E
are many-such examples when contrasting nonstandard Negro dialect and ~ o

standard English, - ' _ . -

Because of these differences, it is recommended that beginning texts for
black children who speak nonstandard Negro dialect be ‘written in their
dialect. Again, it is unnecessary to alter spelling for reasons pointed out,

. above. Dialect texts would undoubtedly be more meaningful to black chil-
dren. After all, these children would be reuding ‘the variety of English
~— they are speaking. Not only should this increase comprehension, but black’
: children would be able to read a lot inpre smoothly instead of the halting -
\ . way many of them now read because they arc mentally juggling two lin-
L : : R : guistic systems when they read. It 'seems as if educators could not argue
i - : against the logic of this . . . but they do. The arguments, however, are not I o : -y
logical but emotional. The arguments usually point out’that to teach black o ] _} <
children to 18ad their dinlect is to deprive them of the equal quality ednca- ' ‘ o
tion white children receive. Some educators base their argument on the ;
erronenus view that nonstandard Negro dialect is really not a language at
all, or tliat it_is an incomplete language (something that is linguistically
\\gpossible). Others point out that these children would be handicapped
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becanse they wonld only know how to read thelr dlalcct. What is bcmg
angrested hére, however, is that black children begm to read in thclr dia-

lect, and after they have learned to u..ld—thnt is when they. know the’

decoding pwccss.—»hcy can then make a tlansltlon to reading standurd
English texts,. ..

Actually, the proposal to teach black chrl(hen to read m their (halcct is

not so radieal. In other parts of the \\'orld ‘(Sweden and’Haiti are two cx-
“amples) children are taught to read in thieir.local dinlects before thcy read

the national dialeet. The oppo«ntnou in tliis cmmhy to snch, a proposal (and *

the opposition is fierce) is really based on' & kmd of ethnoccnmsm, and a

" disregard—even a rejection—of black cultni'é’ That is,- many feel that

standard Enghsh is the only varviety of English, that should appear. in
print ‘since it is the “best.” The corollary of this is that nonstandard
Negro dialeet is inferior, sloppy specclt, that, does not deserve-the dlgmty
and legitimacy of appeaving 'in print. I case one doubts that this is the
.case, attend a conference of edueators whcre,.tlm question of tc'lchmg black
children to read in their dialect §s discusséd: ¢

Ironically, black teachers are the greatest ob_]e(.tols to teaching black
children to read in their dialect. These 'black teachers reject their:own cul-
tural identity meore strennously. than many whites reject "‘blackncss."_ One
cian anderstand ‘black. teachers’ objections if one understands the way our

socicly has tanght black people to hate themselves, and how black people

infer sclf-hate from the way a racist society has treated them.

A few attempts are being made to try this approach in teaching l)lnck
children to rcad. The most notable attempt is being conducted at the Edu-
cation Study Center in Waslnngton, D.C. William A. Stewart and Joan C.

Baratz have proiluced a series of dinlect readers  and ~the initial results

after using these readevs are dramatically promising (not only are these
readers written in nonst.m(lard Negro dinlect, but they are also cul-
Aurally aceurate, that is, thc storics are about real black folkc, not black
“white folks).

Unfor tun.ttcly, no one can dcny that black children are not lcnnnng to

" read. There.is no need for documn.ntation, since it is well known that this

is one of the monumental problems of American education. All other meth-
ods and materials have been tried without massive success (there has heen

limited snecess with small populations using a variety of approaches and

materials). Yct, \vhen the method proposed here i€ asking for a chance to
prove its efTectivenéss, cdneators start scrcammg about the, ineffectiveness
of the approach to teach black children to read in their dialect bcforc the
\‘(rpprouch has even been tcsted Such prcvudlce does not bclong in A'ncrl-
can cdncntlon. i .

£l

¢ \

SOME OBSERVATIONS CONCERNING BLACK
CHILDRENS’ CONVERSATIONS -

Richurd L. Light  ~ o

Studies over the past decade have convincingly }lembnstl'ntc(l the vnhlc'
of studying language within® socinl and situational contexts- -By relating
-

Dr. Richard L. Liyht is A«s:stunt/h{/'cssnr in the English as a, Sccond
Language Program at State Umvcrszty of New York at Albany. He is
director of « teacher™training project in bilingnal education supported by:
the United States Office of KEducation and is currently studying the lan-
gunge of lower socioeconommic group childven in the Albagm area wuler'a
SUNY Réscarch I‘oundutmn grant. / .-
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'The Plural Suffix

linguistic and extra-linguistic phenomena, such studies have discovered
regularity in speech fluctuations that were previously either ignored or dis-
missed as free variation. The purpose of this study is to quantify varia-
tions in four speech featires in the conversations of five black children, and

to determine how these might correlate with extra-linguistic factors in -

fourteen interview situations.

The five black children in the fourteen conversations considered here are
from a lower sociocconomic group in Washington, D.C. The speech of
these children, ages 6-11, was recorded and transcribed in various settings
involving adulta<of different races as interviewers.! The four nonstandard
linguistic feafurcs used by the children and examinéd in the fourteen inter-
views with them are multiple negation, and absence of the Z suffixes mark-
ing noun plural, pessession, and the third person singular form of the verb.2
Extra-linguistic variables considered are presence or absence of an adult
participant-interviewer, sex and race of the adults, and age of the chil-
dren. For each linguistic feature, three tables are provided. One shows
distribution of the feature throughout the conversations and indicates the
children and interviewers involved in each; onc gives a summary of the
features used by each child in all conversations, and one shows features
used correlated with characteristics of adult interviewers in the conversa-
tions. A summary indicates percentages of the four nonstandard features
occurring in the speech of each child in all conversations, and shows per-

centages of the features used: correlated with characteristics of the adult:

interviewers. Finally, some notes of interest to the classroom teacher are

Table 1 gives an outline of all nouns with the potential of being mnarked
with the plural suffix which occur in the-corpus.3 “Potential of being
marked” here means that the marking is grammatically possible. The un-
marked occurrences are limited to 22, or 7% of a potential of 303. And of
this unmarked 7% only 1% is “potentially non-redundant,” and thus pos-
sibly ambiguous. That is, if the noun were marked in the c¢ase of this 1%
(column IX on Table 1) it would not be redundant. Redundant here means
that therc, is some indication of number other than the plural suffix

in a noun phrase, e.g., five pencils, some books, ete. Thus in all conversa-
& e . .

! The eource uf the data for this study (cxeerpted from the .wriler'a unpublished doec.
torul dissertation. Georgetown University, 1969, @ 1970) is Conversations in a Negro

American Dialect, recorded and transeribed by Bengt Loman (Washington, D. C.: Center
for Applied Linguistics, 1967). - X B 3
3 The use uf such socially signiticant nunstandard features is not. of course, limited

tu black children, any more than atandurd features are limited to whites. For somé chare
acteristics of white nonstandard specch see William Labov, A Study of ' the Nonstandard

English of Negro und Puerto Rican Speukers in New York City, Cooperagtive Resecarch *

Project No. 3288, 2 Vols, (New Yourk: Columbia University, 1968), I, passim, but espe-
ciully pp. 41, 146. 275-278. . .

3 Throughout the paper. the following reference are made to adult purticipants with
the children in the conversations: .

“Negro male™ refers to either of twu brothers of approximately the same age (82
and 39) in twd conversations with the children

“Negro female” refers to the 39 year old mother of one of the children, nnd/or to

‘a younger hiack research assistant.

“White mule” refers to Bengt Lomnn. the principal investigator.

“White femalo™ refers to a young rcsearch assis:ant.

“Negrn and white females'®: refers to the two research assistants.

i"NO adult interviewer* indiestes that there were no adult partieipants in the con-
versations.”

A notiition such as (121 MJ) indicates that the wpeach feature so marked occurred on page
IZIedln th; 'I’.lomznn text and wus used by MJ. Ages and sex of the five children are indi-
cated in Table 2. . .
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tions taken together the vast majority (93¢%) of the nouns with potential
for plural marking were so marked, the majority (77%) of unmarked
rouns were in phrases which wonld ln\c made the marking rednn(hnt and
only small minority (1°%) were in fact amblguous

Although the plural marker was present in 937% of the cases \\here it

© was potentmllv present in the conversations zs a w hole, there were two

conversations in which this percentage was considerably lower.

In conversation #1, the only ope which involved two boys and a female
Negro interviewer, only 55% of ¥ potential was marked. The children in
this conversation uppcz_n'cd to be relaxed, and their specch included the
most spontancous and aggressive exchanges, of any of the interviews. It
might be suggestc(l that in the informal atmesphere of this conversation,
the only one in which two-hoys are the only peers present, the children
employed forms more nearly typical of the speech they normally use with

- their peers alone.

In the other conversation in wWhich slgmﬁc.mt percentages of potentml
phirals were not marked (conversation #5) at lenst two factors mdy he
tentatively considered as iikely influences. First, there was no adult imme-
diately present; none participated in the conversation. Second, one of the
children was .'mly six years old,-at least four years younger than any of the
other children in the conversations, Less than half of the potential plurals
in this six-year-old’s speech were marked, a much lower percentyge than for
any of the other children.

It can be suggested then that the factors of both age and situation
affect the use of plural markers by the children in these conversations.

Table 2 shows the percentage of marked plurals used by eéach child,
and Table 3 shews the percentage used with sex and race of the inter-
viewers as Lthe variable.

TABLE 2 .
1'1"1\014\'1'«(,1,5 OF PLURALS MARKED, BY -CHILD
Child BS GJ MJ D AP
Agre ' .6 10 10 11 10
Séx I F - M M . F F
Potential )
Plurals - 9 96 . 79 91 28
Percentage
Marked : 45 g9 92 93 100
' TABLE 3

PER CE\'TA(;IIS Ol PLURALS MARKED, BY INTERVIEWERS

" Interviewers . Negro- Negroand White Negro White
Present . Noue female” White females female . male male
Potential ' B .
Plurals 14 28 19 118. 26 38
Percentage . : -
Marked 62’ 83 96 97 97 100

Altivough there appear to- I\e slgmﬁc.mt differences in the murl\mg of

-“plurals depending both upon age and upon interview sitnation, in some

ERIC
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_cases the corrrclations nnst be considered tentative because of the small

number of tok®ns. In the speech of BS for example, there were only nine
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potential plurals, four of which were m'trked and five uninarked. However,

JD marked only 8047 of the potential plurals in this situation, and there does
appear to be enough inllication of a negative correlation between percent-
age of plurals marked and the nbsonce of an iinterviewer to warrant furt
ther inv eshgahon.i : .

’l'hrrd Pc.son Singula r-_.\ . S .

Potential for this marker was considered only for main verbs in- affirma-
tive statements, e.g.. Joln like it was counted as a potentlal for tlnrd sin-
gular marker, but do John like it was not.

There “were a total of <wty-e|ght potential occurrences ‘of the third "

person singular m.xrkerg only sixteen percent of them were marked. The
breakdown of occurrenfes is shown in Table 4. Table 5 shows that the
percentage of third person singular marker usage by child varied between
25 and 15 percent except for the:youngest child who did noet mark any

. ! " TABLE 4 . » j
I'HIRD PERSON SINGULAR
Adult interviewers . conversation .
_race sex number child .~ marked unmarked
GJ- 0] 1
Negre = F 1 . MIJ- @ e
. AP 9] 1
- . 3 JD 1 ]
White M 2 ID. 1t &
’ MJ 3 4 2
no adult interviewer ] - dD @ @
L ‘ T BS 7] 11 -
' AP @ 2
“White F - 1 GJ @ 7]
: JD o . D
MJ o] 0]
Negro > :
and * F 6 . MJ. 3 5
White S
Negro ) Ol 7 JD @ 1
© o, 8 GJ 2, 2
Negro M 9 MJ . - @ 3
- - 10 G 1 5
: ; 11 MJ 1 K
White | ¥ 12 GJ @ 4
j - _ 13 ~JD. [Z] 5
i ’ 14 AP 2 3
Totals: N 11 51
Percentages: - 16% 84%
_APR"., 197y. ~ ) : ) - 159
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verbs for third singular. There was also considerable variation in per-
centages marked depending upon the adult-interviéwer present as indicated
on Table 6. However, because of the small potential - for marking and
other factors, this can be taken only as a suggestlon of the possnble eﬁ’ect
of different interview situations. For example, in the coluimn with “none” |
indicated for interviewer, the eleven pobcntlals for marking. the verb for
third singular in this situation were all in the speech of the youngest
child; this is the only conversation in which she takes part. It is therefore
not possnble to isolate either .age of the child or rage and sex.characteristics
of the interviewer alone as the variable accounting for the complete lack
of the third -persor. singular suffix in the child's speech.

B

TABLE 6

 PERCENTAGES OF THIRD PERSON SINGULAR

( MARKED, BY CHILD :
Chitd/ - AP .. GI . MJ - -JD  BS
Age{ . 10" 10 10 11 6
seﬁ - F M M F - F
Potenial ' .8 15 21 13 11
Percentage Marked - 25 20 L 19 15 @
\ ", O \ ; )

- TABLE 6

PERCENTAGES OF THIRD PERSON SINGULAR
MARKED, BY INTERVIEWER

)

' lnterviewer.sl “White Negro White Negro Negro and
Present None female male male- female. White female
Potential A1 20 .9 3 8 8
Percentage ' C. :
Marked o 10 11 - 33 38 38

The marking of the third singular was not limited to any small set of
verbs; nine of the eleven verbs so marked were. different. And except for
‘the fact that all children-marked a small percentage of the third smgular

e potential (from @ % to 25% depending upon the child) no clear pattern of ;o

such marking emerged One child even switched from unmarked to :
marked third smgulal in the same sentence: . r

’ we wen’ on na thmg da/ go down an’ den t/oes rlght back aroun’
. (121 MJ)

160 - . THE ENGLISH RECORD

-

L——_—

g




. Possessives . . -
g
: v Table 7 outhnes the use of possessnve suﬂ'lxes in the conversatlons
. . TABLE7 - . .
] - POSSESSIVES - . _ :
. ¢ ‘ possessive
" Adult participants conv, . . suffix
. race sex number . child * present, 1ot present
- T T Gl 2 @
' - _ ©MJ ) 3
. 3 - JD I7,] a.
. - JD .2 . @
White M_‘ 2 I 1 o,
. e JD @ a
N .
oadultmtervne“ett 5 BS 3 1
) ' . AP 2 o’
« © White F 4 GJ [7.] z
' R JD 7 g
e : ) MJ g )
’ ’ Negro " . o
and ¥ 6 . . - MJ . :
Whites = - . e 2
™~ : . Negto * F. 7 JD 3 2
: c : . 8 GJ . o ")
N N
cgre I 10 GJ 4 )
o . 11 MJ- o 2.
White F 12 GJ 1 1
. 13 JD 7)) 1
14 . AP @ [}
. T Totals: 23 9
o ’ - Percentaga with . .
‘ possessne suffix present 2%
' . Table 8 shows a breakdown of the use of the pessessive suffix b ‘/y cl{ild
! and Table 9 by’ characteristics of adult interviewers. The possessivg suffix

" was regularly uscd by all children except MJ to mark nouns for possessnon.
MJ marked possession with the suffix only once in seven potential occur-
rences. He regularly used sentences such as :

, you got Harry t,ee benms ba> - (BMJ)
APRIL, 1971 L ' S 61
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Three other children, including the youngest, regularly used the possessive

suffix; there was one child with no potential for its use in the corpus. The
only corrrelation here then is absence of - the suffix \nth the qpecch of a
single child. ¢

TABLE 8
" POSSESSIVE SUFFIX, BY CHILD
Child JD Gy BS MJ . AP
Age ] 11 10 . -6 100 10
Sex F~ M - F M F
Potential " 3. 8 4 7 nopotential
Marked 12 . T . 3 - 1 —
-Pereentage Marked 92 88 s 75 .14 —
' - TABLE 9
: POSSEbSIVE SUFFIX, BY INTERVIEWER
Intervicwers White Negro White Ncgro Negro and
male male none female female White female
Potential ) 3- 5 4 . -12 8 no potentml
Marked Lo ‘ 3 1 3 . 8 5 -

Percentage Marked © 100 80 15 67 63 _

Multiple Negution

Negative sentences in the corpus were examined for instances of multi-
ple negation, that is, the realization of .a negative eclement both. in an
auxiliary verb. and in an indefinite pronoun (e.g., nobody, nothing, cte.), an
adverb (never, hardly, etc.), or an indefinite determiner («, any, ecte.).
Multiple negation involves up to thrce negative ‘elements in a single sen-
tence in the corpus as in:

ain’ nobody in ne house gave me. notr ! . (124 M) .

I‘ollm\mg the procedure used by Shuy,? neg.ltwes co-occurring with
indefinites . were tabulated. "The “potentml occurrences” of multiple nega-
tion (e.g., dey ain’t show a-movie 155 AP) as well as “actual” or “real-
ized” occurrences (you ain’ got no notcbook 2 GJ) weve totaled a\l entered
in column V on Table 10. The actual occurrences of nmltlple neygation. were

‘entered in column VI. The-percentages of “act\ml multiple negatives in
p B! I

relation to “potential” nultiple negatives was’ then computed and .entered
in column VII. There were a total of 53 ‘realizations of multiple negation
in a potential of 64 occirrencss. Thus 83% of the potential for multl,)le
negation was realized in the corpus.

¢ Roger Shuy, Walter Wolfram, and William Riley, Linguistic Correlates of, Social
Stratification in Detroit Speech, Cooperative itesenrch Project. No. 6-1347 (East Lansing
Michignn State Unlveuity, 1967), Part III. p. 9.
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<2 TABLF 10
MULTIPLE NEGATION

Adult interviewers conv. - potential ' percentage
rice sex number child  occurrence  realized realized

I IT 11 1AY -V VI VIl

GJ 10 6
My, 2 1

AP no potential
JD : i

JD

1

JD

No adult interviewer

no potential

L - . 2 2
“White SR - T

1 .1

~ Negro

and i . '
White MJ no potential

- D 9
Negro ’ ({’ 5]
- - 3

MJ -8
: GJ T
White o 3
' AP 5 , 60

Tolals: 64 53
. Percentage Realized: : L 83%
Tables 11 and 12 give a breakdown of the number of “potential oc-
currences of multiple negation and percentages realized, by child and by
situation. The highest percentage of multiple negation was in the speech :
of the youngest child, However, because of thessmall number of potential
occurrences (only four), this can only be taken as a tentative indication
of a positive correlation between younger age and multiple negation. The

- highest percentages of multiple negation occurred with the Neyro male as

interviewer and in the one conversation with no interviewer present. Some-
what surprisingly the next highest percentage occurred with .a white, not
a black, female as interviewer., A partial explanation for this. might be
that she was very. well knewn hy the children ‘and they appeared to be as
relaxed in her presence as with a black interviewer. This “is illustrated
when ut one point a child mistakenly addresses her using the name of a

" female Negro interviewer, (121 MJ). This rclaxed atinosphere. was not

apparent in conversations/ lnvolving the white -male -interviewer; conversa-
tions in which hc was prepent show the lowest percentage of multiple nega-
tion correlated with interviewer characteristics. ’
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- TABLE }1 .
MULTIPI NEGATION, BY CHILD

- Child - BS MJ JD AP GJ
Age ’ 6 10 1 - 10 10
" Sex : F. M F - ' F M
Potential 4 18 18 7 17
Percentage Realized 100 94 88 71 64

' . TABLE 12 '
MULTIPLE NEGATION, BY INTERVII‘\VLRS .
* Interviewers Negro  White Negro White Negro-and
Present None male female female male White females
Potential: 5 5 21 24 . 6 no potential .
Percentage Realized 100 100 87 75 66 —
Summary o . *

Tables 13 and 14 summarize the percentages of all nonstandard features
considered. Table 13 summarizas them according to the child who used them
and Table 14 by the presence or absence af adult interviewers and by inter-
viewer characteristics.

For the four features considered, the absence of an adult mtorvnewer
participating in the conversations (column I, Table 14) correlated with

a higher average percentage of non-standard realizations. For two of =

the four features (third singular marker and multiple negation), such

non-standard rc'xhzatlon was one hundred nercent. However, the youngest -

child involved in the conversations was present in this one conversation
involving no, adult participation, and the higher  percentages of non-
standard features in her speech were- undoulitedly influenced by her age as

) well as by the absence of an adult participant.

- TABLE 13
PERCENTAGES OF NON-STANDARD FEATURES, BY CHILD
_Child BS MJS . AP - GJ JD
Age 6 . 10 10 10 . 10
unmarked '
plural ) 85 i 8 (] 11 7
unmarked third » ' .
singular ¢ 100 81 - YT 80 85
no possessive no
suffix 25 86 - potential . 12 . . 8
niultiple .
" negation. - 100 94 n G4 88
lotentials . :
for all features 28 125 33 136 135 -
averages "5 34 33 25 - 24
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. Table 14). The w

. TABLE 14
PERCFNTAGI‘S OF NON-STANDARD FE-\TURES

RY I?\"l‘hR\’IEWERS
Negro White Negro Nerroand  White
Interviewers None. m.I‘Ie fomale female White feniales  male
I q’ 111 v v VI -
unmarked i : ' :
_plural ' 38 3 -3 17 19 @
unmarked : . ' ’
third : . .
singular 100 89 20 62 62 - 67
. No possessive ’ ‘
suffix 25 20 33 - 37 no potential @
multiple . -
negation - 100 100 87 ™ no potential 66
potentials . : - - v
for ail featurcs 34 35 183 128 21 50
averages . 62 43 -+ 31 28 18 12

There are considerable differences in the average percentages of non-
standard features in conversations involving a white interviewer as com-

- pared to these not involving one. The average percentage of non-standard

fenture: involving no white interviewer (columns I, II, and IV, Table 14)
is 44%; for conversations involving a w hite interviewer (III V, and VI) it
is 20%. In addltlon, the only four non-standard possessive pronouns and

“the only two examples of non-standard embedded questlons m the corpus

occurred in the absence of any- wlute interviewer.

On the other hand there is e\ idence that the particular white person
present might make a great deal of difference in terms of realization of non-

standard features. The average percentage of non-standard features in the .

children’s speech was greater with a white female interviewer present
than with a Neg'o female interviewer present (columns III and IV,

glte female interviewer was well known to the chlldren
and they appemed relaxed in her presence; at one point a child mistakenly
addresses her using the name of the female Negro interviewer as was
noted above. Undoubtedly .this familiarity with the white female inter-
viewer affects the speech of the children. We might speculate that this is

_reflected in their use of a higher percentage of non-standard features with

her present than in the presence of the wiite male interviewer. When the
latter was presentlnn average of only 129 of the potential of non-standard
features was realized (column VI,.Table 14), as compared with 3156 when
the white female was present.

"When the percentages of non-stnndmd features used in sitnationg with -

nnd VI, there are also considerable differences evident. When with Negro

- interviewers alone, the children produced an average of 36% of the poten-

tial non-standard features; with white .interviewers alone they produced
21%.
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At least two factors may in part account Ior the low avergge per- L.
centage. of non-standard- features used by the children where both Negro - : :
and white females are present (column V, Table 14). First is the fact that

. there was no potential for two of the non-standar(l features, on¢ of which - : N

(multlple negation) showed 'a high percentage of realization in all situa-
tions in which there was a potential for it. Second, the Negro female inter-
viewer is the mother of the one child invelved; she begins the interview by
scolding the boy for bad behavior in' school. This apprars to have had an
effect on the boy’s performance and might well Lelp account for the higher
percentage of standard forms in his speech in this con\'ers-lt:on TG

The speech of BS, the youngest child in the conversations (Table 13), )
reflects a 75% occurrence of the four non- -standard features, while the . '
average for the other four older children is 28%. It inust be noted again
that this child took part in only one conversation, which involved no adult
interviewer, and this fact as well as her age undoubtedlv had some effect

~on her use of the higher percentage of non-standard features

It can be suggested. then, with che reservations noted above, that use of
the four non-standard features coisidered varied depending upon the fol- '
lowing factors: . . v ) .
1) Age of the child, with a higher percentage of non-standard features = - - -
being used Ly the youngest child.
2) Presence or absence of adult mterv:ewt!rs, with absence of ‘an
interviewer correlating with a higher percentage of non-standard featuresb

3) Sex and racial chmacterlstlcs of mtcrvnewer, with

a)- presence of a white mterv:e\\el alone correlating, on the a\era've" '
with a lower percentage of non-standard features and presence of a Neglo
interviewel alone correl_atmg with a higher percentage.

b). presence of a “familiar” white female correlating with a higher
percentage of non-standard forms than plesence of a white male.

In spite of the-relutnely small sample in this study and the geographi-
cil distance involved in the compar lson, the results noted above in terins of

" percentages of -nonstandard foatures in the speech of -black children in

‘Washington are similar to these noted by Wolfram in his study of De-
troit speech.d Three of the four features examined for the 10 and 11 year
olds in the present study showed uonstandard .realization within nine per-

. centage points of those for Wolfram's lower working class black informants,

ages 10-12, in Detroit. (The larger spread in percentages for possessive )

marker absence between the tivo studies may bhe due.in part to the smaller . . -
number of potential realizations in both). The rosults of the comparisons :

are shown below:. . .

TABLE 15 N

MEAN PFRCFNTAGES OF -Z ABSENCE AND
’ MULTIPLE NEGATION :

’ -

—_ o Washington Detroit
Third singulay marker absence . 80 81
Poszossive marker absence = 29 . . 45 : ’
Plural marker absence \e | . i
Multip’e negation < . 81 . 290

¢ Wniter A. Wolfram, A Soclolinguistic -Dencrlpﬂon of .Delrolt Necro Speech: (Wnsh.
ingion, D, C.: Center for Applied Linguistics, 1069), pp. 150, 163.
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The mean number of potential realizations of these. features for cath

informant in the.two studies were: . .
Washington Detroit
. (5informants) (48 informants)
“Third singular mavker: s 15 . ., 28 @
Plural marker: . 60 .8 4.
Possessive marker: * 6 7T 4
Multiple negation: . 13 15 /"'

Some Notes for the Classroom )
A .

. ®

The results of this study clearly support 2 number of Suggestions pre-
viously advanced by several investigators. The nature of the context in
which speech takes place, including factors such as topic, and race and age
of participants in I conversation, cannot be overlooked as influences upon
speech. An intimidating situation ‘is likely to affect speech. The interview
situation is often intimidating, and.the black child ‘may tlus be less in-
clined to uninhibited specch in such a sctting. He should not, as a result,
be labeled “noneverbal” any more than the middle class child should be so
labeled if he were less than verbose upon finding himself the sole repre-
sentative of his generation at an adult cocktail partys - A

It is likely that the speé¢h characteristics noted for the children in this
study of black children frem a lower sociocconomic group in Washington,
D.C. will be found in the speech of such children elsewhere. It has been
noted that perceutiges of -Z suffix abscnce and of multiple negation in
the speech of the children in this study are with' onc cxception close to
the percentages found by Wolfram in the speech of black childven in De-
troit. If it docs turr out that this uniformity is widespread, it should
assist cducatots in planning language arts programs for such children.

o < o
The, childrens’ productive as well as their receptive control of standard

English should not be underestimated. Even with a category such as - the
third person singular suffix, which showed an average 84%. absence for
all children, we find in the speech of one child with a 91% abscnce of this.
suffix, such sentcuces as: =~ | o .

" we. wen’ on na thivg da’ go down and den goes right back

, aroun’. (121 MJ) :

Clearly the child is here utilizing alternately.a standard with a nonstandard
{ ““zero™ realization of the third singular marker. This alternation is com-
mon for other featuves in these conversations and implies a degice of
productive as well us receptive. control of standard English.

! -~
Thére is a wealth of readily ageessible data on the language of the five
black children in the Loman textin addition to that utilized in this paper.

. "The {apés and teanscriptions of these fourteen éonversations, available at

the Centev for Applied Linguistics,. are a_rich source of further informa-
tion about the language of these children.. Further examination of these- .
materials and others can help us better understand: the characteristics of .
the languiige -of black children and to work more effectively with them. ¢

S Bereit and Engelmnnn  in  Teaching Disadvantaged Children ‘in the Pre-School
. (Fnglewood ¢Nfs, N.J.: Prentice Mall, 1966) have advanced the view that the lower socio~
ceonomie grolip Lluck chill is *‘noneverbal ami even“that he has an “illogical** language.
These viewa have been effectively refuted Ly William Labov in The Study of Nonstandard
English (Champaign, Iil: Nationa! Council of Tcachers of English, 1970).
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VERBAL INTERACTION AND VERBAL ABILITY:
RESEARCH AND' PRACTICE

Davenport Ilumer

° Rescarch and Pructice — The Case of Standard Dialect

The relationship between researcli and practice in educatlon—partlcu-
larly any form of language teaching —is clusive at best and sometim
nou-existent. This is not to suggest that language education or educationj
general is uniquely flawed; medicine may be much the same. In some cases
there are entire research libraries on a particular field, as in the cas¢ of
neadmg Yet much of this rescarch is conflicting and the actuul practice in a
given school often depends as'much on the vaguaries of acadenic politics as
on the accumulation of unequivecal evidence. In fact, book salesmen and
publishers often have schools and ‘regions mapped out as to the reading
philosophy of the teachers — based on the influence of a given professor of
reading and how many protegees he has in key decision making positions.
In this regard, Jeanne Chall's book Reading — The Great Debate, (1967)-for
all its thorough schcelarship, can be expected to have a disproportionately
small effect on the teaching of reading because Dr. Chall has not tmmed
sufticient numbers of followers to influence statewide adoptions.

In other cases teachers seem to persist i in the face of virtually mcont.est-
able evidence — as with the teaching of grammayr. Braddock's (1963) study
of the effect of teaching grammat — all kinds — on children’s writing ability
showed no effect: teachmg grammar of any kind with any method over any
period of time doues not improve students’.writing. The lack of effect of this
study is predictable since it does not pose an alternative that can be devel-
oped by publishers. When, on the other hand, the “new grammar” appeared
several years after 'Braddock we saw a dlverse array of new texts and state-
wide adoptions led by the Robcrts series.

Some of the same relat.lonshlps between research and politics and the

' :t.eachers need for ‘“material” are evident in programs for teaching the

middle-class white or school dialect to speakers of .non-standard English: The
research thus far (e.g. Lin, 1965) has shown that dialect instruction can not
be done effectively, yet teachers and others continue to insist that it should

.be done. There appear to be at least three somewhat questionable reasons for
" this insistence. The first is that there are alleged to be large numbers- of

white middle class employers who refuse to hire men and women who do not
speak the local version of the standard dialect. If this particular received
opinion .has been investigated in the years since .1940 when C. C. Fries
pointed out the failure of standard dialect instruction, I am not aware of it.
If the notion of the language purist employer is a projection of the peda-
gogical mentality, we should know about it. This should not simply be a
case of “everybody knows.” .

" The second reason for the persnstence of the uew thnt the standard
dialect Should be taught is that it helps students learn to'read and write.
Labov’s work (19'67) with read_ing and a non-standard Harlem‘diulect sug-‘

Dr. l)uvcnpmt Plumer holds ¢ doctoral dcqrce from the llurlvgrd (gradu-
ate School of Educulum He is Dircetor of Educational .Scrmccs of TDR
Assaciales, Inc. in Massachusetts. He was associated formerly with the |
Harvard Graduate School of Education in which he served as Coordina-
tor of the School Languaye Group and latcy as Assistant Dircctor of the
Office of Field Activities. He is a consultant to scveral State agenczex'
and has publnahcd 7} numbcr of rescarch articles.
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gests that. this cogcern may i)e exaggerated, that children apprehend the °

concepts of e.g., past, possesswe, and third person even though they them-

_selves may fail to produce the appropriate inflections.

Finally, teachers feel impelled to teach the standard dialect in pnrt be-
cause they see students learning it and they know that some adult§ have
command over both tHe standard and non-standard dialect. If pcople can
learn it, why shouldin’t we teach it in school? The answer brings us back ‘to

the issue of research and practice in education. Leaving aside for the:

moment the important and often highly volatile question of whether the
standard . dialect should be taught to speakers of the non-standard form, a

pnnclpnl reason thiat so many attemipts to teach the standard form have ‘
. failed is that they have proceeded from incorrect assumptnons and in-

adequate research. -

Pattern practice, whlch seems to have achieved satisfactory results with
foreign language teaching, has been assumed to be an appropriate model

" for teaching standard dialect.-When faced with the failure of pattern

praeticé drills to overcome the negative associations of the standard dialect
the advocates of *pattern -practice secm inclined to urge more and better
practlce rather than to question the efficieney of their chosen model. But
since they lack alternative procedures and materials, teachers who must, for
whatever reasons, teach the stnndnrd dmlect have little choice but to persist
with what is available. .

An Alternative Focus for Rcscarch

One means of achieving an alternative strntegy is to redlreet research
into the process of first language-acquisition. Rather than measuring with
ever-increasing precision-the relative effectiveness of pattern practice drills,
future research should place greater emphnsis ‘on the language ((lialect)
learning process as it occurs naturally in the home and eclsewhere. This is
not to say that the natural process should or could' provide a programmatic
basis for more formal instruction. As an important pre-condition for formu-
lating methods-of instruction, however, it should be known in some detail.

Although the research to date ‘into the Janguage acquistion process has -

not siressed :dialect per se, it does provide two useful insights into that
process, insights which, it would seem, should illuminate the teaching of a
second dinlect. First, research into the lasguage acqmsmon process (e.g.
Ervin, 1961) has shown that imitation is vot a sufficiently’ powerful-concept
to explain the creative aspects of first language acquistion. A chud may
léarn a set of vocabulary items, but by imitation-alone he will not’ “achieve,
the complex set of understandmgs enabling him’ to orgam?e the molpllenuc
constituents of his language in a consistent manner in unfamiliar contexts.

" The same thing is true of the process of expnnsnon which more closely re- i

sembles the idealized model of behavioral learning. Studies by Cazden (1967,
1968) have indicated .that even the process of expansion does not produce
marked changes in children’s language performnnce In this conncection it
should be noted that the process of expansion is, in fact based upon a type
of widely observed mdther-child ipteraction.

A Naturalistic Studu of Parent-Clild Verbal: lntcmctmn .

The study reported below investigates one aspect of adult-child verbal ’

mbernetnon which is intended to provide a model for more systematic lan-,
guage instruction. The study is based-on the assumption that while all

physically and psychologically normal. children- are equivalent in what.

Chomsky calls language competence, each child’s honte language environ-
nient exerts a marked influence on the development of his performance in
reading, writing, giving and understanding oral explanations, ete. The pury
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" pose of the study is to iselate these features of adult-child dialoéuc which

are associated with high verbal ability. The study does not deal with vocabu-
lary and syntax. Instead, it records and analyzes adult-child dialogues, seck-

.ing answers to such questions as— Who initiates adult-child dialogues?

Are adult-child dialogues in the- families of the able boys any shorter or

‘longer than those in the average families? And, what are the parents’

attitudes toward school success and general verbal proﬁc_iency ?

To answer these and other questions, the study tape records twenty-one,
twenty-minute cofiversations in the homes of twelve 714 to 8% year old boys.
The researcher is not present at the time of recording and there are no sct
tasks or topics, the only constraints heing those imposed by the presence of

*the tape recorder. Each of the 54,000 utterances was assigned te one of five

categories of Moves or four categorics of Stops. A Move is an utterance
which initiates or advances a dialoguc. A Stop is an utterance which inhibits
or attempts to inhibit a dialogue. Utterances vary in length and comrﬂexity
from a single word or even *““un huh” to several sentences spoken by a single
speaker. All dialogues were coded directly from the tapes, each move or stop
licing identified by a.code letter placed in a column below the speaker's/name.
The sumple coding shect below shows the focal child initiating a short dia-
logue with his mother and sister and terminating the dialegue himself: .

Foeal Child . Mother Sister
A
SRR B -
g T .
N D
c .
P - -

Four iays of Treating the Duta _ . ST A

Once the data was avaliable on coding sheets, the dialogues of the twelve
families were grouped in the following manner for analysis. A. Total
Sample: Since the total sample contained differerit total amounts of dinlogue
for each of the twelve families, the analysis of this data was carried out_
using pereentages of particular moves and stops that occur in the dialogues.
of a long dialogue are. Do these dialogues, for example, owe their momentum
B. Sub-Sample of 500 Consecutive Utterances: This gsub-sample was taken
from the middle of a family's taping session to provide a check on the con--

_clusions derived from the total sumple and to provide for samples of

jaentical length that would offset any bias inherent in.the fact that the total
sample for each family differed markedly from family to family. C. Longer

C thaw A verage Dialogues: These dialogues vary in length because “average”

in this case means the average for cach family, not the group, since some
families showed only a handful of dialogues hbove the group average. This
measure shows potentially two things. First, whether there are group differ--
cnces in length of dialogue — not only based on ability groups but, also on
factors like family gize and ordinal position. Second, what the characteristics
of a particular class of speakers, a particular family, or group of families,
to adult or child moves? Who starts and finishes them? D. Adult-Child
Dialoyues: These dialogues included any dialogue involving an adult and a
child as contrasted to adult-adult or child-child dialogues. Again the purpose
was te identify any group differences that might exist and to characterize
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the adult-foeal .child dinlogues in terms of who initiates, extends, and termi-
nates such dialogue. In cach of the ‘four data groupings thc statistical treat-

_ ment was the sine: a j test was nacd to gauge the mumht.mcc of the djffer-
ences between group means. . "

= 'I'wo other ways of ch.n.lctvn/mg the languazre cn\lrnnmont in the: t\vo
groups were used. First, one adult, usually the mother, from each family was
interviewed (using a (uestionnaire adapted from Busnl Bernstein) regarding
such issues as — the degree of parental encouragement for discussion, the
amount of parental tutormg the typical mode of discipline, ete. Sccond, cach

, family was treated in individual case studies that covered, c.g., typical topics
of “conversation, the ¢xtent to which adults set standards for children's
cxplanations and arguments and Lhc kinds of activities done Jomtly by adults
and children.

Findings

One side effect of the study wis to throw into question several tradition-
ally held notions about nurturant home environments, Father absence, which
has often been tied to poor verbal development, was shown to have no
deleterious effects in terms of cither average length or average nuinber of
adult-focal child dmlogues It should be understood, of course, that the
father-absent families in this sample were relatively small and the children
actually scemed to henefit from having the mother’s undistracted conver-
sational attention. This would fmost likely not b« the case in a family with
more children. Hence, the issuc of father absence must be assessed within
the context offother aspeets of what the family is and does. The same is true
of the two status features of family sizt and the ordinal position of the foeal
child. Neither was related to length or number- of adult-fécal child dlnlomlcs
While it is trqc that adult- chlld dialogues do not entirely summarize the
language cnvironment of a given home, they must be considered at leagt
straws in.the wind. As such, they do mdu..lte that ordinal poesition and family

size do Mot regularly exert a strong and dircet influence’ on the home lan- .

gungc/envrronmcnt This indicates that there are certain important variabks
m the honie environment that canoflset an otherwise disadvantageous situa-
£ the middle child in a largc family with no father can, through the
op raunn of these vnn.nblcl, receive verbal nurturance from his environment.

“The following scction o1:litles some of these variables as they cmeu,v.d from
1c research reported nbov , L

- / Since the rescarch uncovered very few statistically sngmﬁcnnt differences

the findings reported below are based instead on trends that remain con
sistent over several different treatments. .

The majority of the findings indicate that adult-focal child dialegucs ave -

pl\otally related to the verbal ability of Lhc focal child. This conclusion is
based in part upon five measures \vhlc}\ give & combined ddult-focal child
interaction score. While no one of these &ores corrclates with verbal ability,
the five combined predict high or uvcrnaé verbal ability in cight out of
twelve cases. The measuves are: (1) percentage of adult extensions — the
percentage of total utterances that cpnstitute atttmpts by adults to promeote
further conversation. (2) percentdge‘of adult extensions and indircet re-
sponses — same as abeve Lut combined with-utterances which (are not so-
licited and.which do not-solicit. (These were inclyded and scored high largely
for methodological reasons.) (3) percentage of dialogues of cight or more
utterances. This was simply an arbitrary nicasure of how long an adult and
a child talked to cach other in cach family. A-high percentage was given a
high score. (4) percentage of two-utterance dialogues. This was an arbitrary
index’ of miiimal verbal interaction, A high percentage was friven a low
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— Largest percentage of |

" — Focal child emits larger |

" score (5')- avergge length or adult-focal child dialogues. High ratings were

given to families in which there was extended adult-focal child dialogue.
According to these indices what are the characteristics of a home that is
likely to have a child with above average verbal ability? First, this pre-
dominantly middle class sample showed no between group differences
in over-all number of utierances. It appears to be the case, how-
ever, that the ahl¢ families do become involved in longer dialogues be-
tween adults and focal child than is the case with less able families.
Morcover, the trends in measures. of adult-child verbal interaction indicate

that'these longer dialogues have an identifiable set of roles and interaction -
“patterns, The table below sumnidrizes some of the' features associated with

high verbal ability.
i INDEX OF COMPARATIVE VERBAL ACTIVITY

Average Able Average . Able
Focal Child Focal Child  Mother Mother

— Initiates the largest \ : i
percentage of all utter. ‘ .
than-average dialogues | . X

niother initiations : ;
followed by focal child - L. I
direct responses : !

percentage of larger-
ances than the mother | ELoX .

~— Lowest percentage of : S
all utterances - : i . ' X -

— Most produetive focgl o
child group i .' X ;
~Focal child excceds = . oo 5‘
parénts only in direct . : : i
responses . - X : !
—Conversational leader - 1 : oo
in average group . . ‘ o X

. '— Exceeds all others in”

direct responses : X !

What appears™from’ this-table is that the mothers of the able boys.

typically initiate a conversation with their sons and when they have evoked
a direct response (typically an answer to a question), encourage the focal
children to continue without further prompting. This contrasts to the typical
practice in legs able homes in several ways. First, while the average focal
children produce more direct responses than their mothers, average mothers
are in all, other respects the uncontested conversational leaders in the

- average-homes. Able mothers, on the.other hand, are considerably less active

than their sons; though in relation to the average mothers they do start
more- dialogues by requiring a direct response from their sons. Second,
despite the able mother's secondary conversational role, she is responsible
for initiating the largest percentage of longer-than-average dialogues in the
able families. Thus, she seems able to direct the conversational momeptum

e
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g0 that the topics she raises receive a full discussion, though not a lecture

by her. Finally,.the able focal child exceeds his average counterpart in all

moves except extensions. That is, the average focal child produces a larger

* proportion of -utterarces desngned to advance the dmlogue thun does the

. - . able boy. That this.difference is not reflected in the’average length of dia-
: logue indicates that others do not always’ respond to his attempts to e\tend

the dmlogue and that others are not extending as frequently as he is. .

. Stated in terms of verbal ability, the following picture emerges Above

average verhal dbility seenis to be assSociated with a situation in which the

. i mother initiates but then' assumes a secondary conversational role. In
families where the mother takes the conversational lead in terms of per-

' centages of all utterances, the focal child can be expected to show average

J verbal abjlity. This characterization is botne out indirectly by the answers of
the two groups to the questiounaire-inteiview. The bulk of the questions.

about chill\rearing prnctu.es and attitudes did not produce consistent differ-
entiation belween the two groups. However, in eleven out of twelve cases the

following question did sort the focal children inte two consistent groups.

“Should children ever have the opportunity to influcnce their parents or
~change their minds on a particular subject?” The able parents, with one .

p : exception, said “yes” and the average parents said “no.” Thus, those parents
who feel their children should be allowed to influence them also provide the
conversatiogal'and expectational framework in which tln§ transaction can
tnke place. .

I plu ationg for Sehools

Two scemingly couflicting activities seem to- characterize the optimum
language learning environment: direct verbal interaction with a more
mature speaker, a qunntlty of verbal output on the part of* the learner
which exceeds that of the teacher. In school terms — the teacher must talk
directly with the learner, not to a whole class of which the learner happens
to be a member; and the ground rules must encourage the learner to talk
more than the teacher. This is, of Lcourse, not substantmlly different (fromn
saying that a child learns best by exercising the ability he is attempting to
develop. It is, however, quite different from what goes on in many schools.
Whole weeks can go by during which a child neither converses dlrectly with
an adult, nor speaks for anything like the amount of time his teacher does.
The implications for the role of pnru-professnonuls in the classroom and for
the kind of training they should receive are strikingly obvious.

It is also aprarent that standard dialect instruction would profit l)y
incorporating the two principles enunciated above: (1) The standard dialect
teacher should interact dircetly with the student and (2) The student should
be encouraged to 1.8¢ the dialect he is learning in a school setting. Teachers
who have the help of para-professionals are bchr able to create optimum
conditions. Those who do not should seriously.consider other approaches to
the problems'of reading and social niobility. One approach might involve a
translation project involving taped material from one dialect that must be

. translated to the other. Another could be a dialect study of a particular area
* or representative segment of the school. Although these activities ‘would-not

. B . teach students the shyldard dialect, they would make them aware of differ-
t. 4 ences and thus better able to decide about changes they might make.

No matter what the tcacher’s decision about dialcet tenchmg, if he is |
teaching children with linguage probleiis he must campaign vigorously for
an envitonment in \\\hu.h students interact directly with more able speakers
and talk often and eqenswely about topics that challenge them to use their
language more precisely, more concretely, more claborately, ete. At least
they, must do* thls until someone shows that the ideal way for children to
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(levelop -their verbal alnlltv is to sit in a group and listen to someone else
tulk
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AUDITORY DISCRIMINATION AND THE "DISADVANTAGED *
_DEFICIT OR DIFFERENCE - .

- Robert L. Politzer

It is ;;enernlly assumed on a "‘i:ommon sense” ds well as research basis
that there is a relationahip hetween’ .ludilhly discrimination ability and
reading readiness as well as performunce in reading tasks. The relationship
between auditor y discrimination and reading achievement has been dem-

onstrated in various research stylies (Bond 1935, Wepinan 1960, JVheeler .

and Wheeler 1954, C. P. Deutseh 1967). Poor and retarded readers tend to

. ‘have auditory dlsummmtmn scores \\Imh are lover than those of other

pupils.

It is, no doubt, for the above mntioned reason that recent researcls has
concerned itself \\xth the auditory diserimination ability of pupils who are
gcnerall,\"cla_ssif_‘led us “so'ct)-cconomicnlly" or “culturally” disadvantaged.
Siifee these pupils belong to a group that is charaeterized by low achicve-
ment in rea(lﬂu; and language arts gener.llly spe.nkmg we might expeet
that they would also pen form badly in auditory (hscu!nmntlon tasks. In

Dr. Robert L. Politzcr holds.doctoral (chrccs of Columbhia Umvcrs'lty and .
New School for Social Rescareh. He taught at Columbia University, Uni-
versity of Washington, Harvard University, Uniclrsity of Mwlngan At
present, Dr. Politzer is Professor of Education qud Romanée Linguistics
at Stanford Universily and Iescarch Associate in the Center for Rescarch
and Development in Teaching of Stanford University. He is author and
co-anthor of hyoks il the T'caching of French, German, Spanish, F'orcum
Language Imclnnq and Applied Linguistics. R

174 S " THE ENGLISH RECORD

¢

&

T""' .




5

Q

ERIC

Aruitoxt provided by Eic:

gcner'xl reseavch has confirmed that hypothesis. 'l‘hns, Martin Deutsch
found in a well-known study that lower auditory discrimination scores are
assocl.ltc(l with both sccio-cconomie status and race (M. Deutsch 1967, p.
365). Y'he next logical step seems to be a look: for environmental factors

“that would account for this lower auditory discrimination’ ability. Cynthm

P. Dcutsch suggested that the noisy slum environment may bc responsible
for the auditory discrimination deficit of the Dlsadvnnlagcd ‘... it may
well be that lower-class childven whe live in very woisy environments do not

-develop the requisite auditory diserimination ubilitics to learn to read, well—

or adequatcly—carly in theiv school careers” (C. P. Deutsch 1967, p. 276).

The concept of the disadvantaged child that has auditory discrimina-
tion difficulties,~and associated with them problems in reading and per-
haps even speaking-—was rathewr quickly and widely accepted in the litera-
ture dealing with the langnage problems of the Disadvantaged Thus, the
authorv ¢f a paper on “Teaching the Disadvantaged” (published by. the Na-

tioial Jlducation Association in the sevies of “What Resenrch Has to Say”)

states that “considerable information is nlready available concerning unde-
tected "and untreated defects in very young children. These include unin-
telligible pronunciation, “fanlty vision and deficient heaving, .all of which
block learning to read, spell and write . . .” “Many. children do not hear
final syllables unless lhc teacher m‘ticulalos cleavly and trains them to

.‘Ilstcn" (Noar 1967, p. 16). The idea that the ili\ability to hear and to dis-

l",{‘

criminate coucctly may be v .monsnblc for all langnage problems of the
Disadvantaged can be found in the work of scholars like’ Cavl Bereiter and
Siegfried Fngelman wlho assevt that “many disadvantaged children are so
‘deaf’ to the segmental character of English sentences, in fact, that they
cannot even detect the difference betwden “John is ready” and “Ready is

John . . .” Little wonder then that these children “do. rot know how to
.talk in lound, clear voices. They cither mumble alimost inaudibly or else they .

vell raucously” (Barciter and Engelman, n.d., p. 7). The plctmc of the
(hsadvantﬂgcd child emerging from this disenssion is that of a semi “deaf”
and gs a result linguistically handicapped individual,

The possibility that the auditory discrimination problem of thc disad-
vantaged child may reflect a langnage difference is occasionally alluded to
in the litevature dealing with the So-called “deficit phenomena.”” 'Thus Mar-
tin Deutseh states that “it is impovtant to note that tlie correlation with
the Wepman auditory disevimination test-is assoeciated with hoth SES and
race. What might' be,operative here is the presence of dialect vaviations in
the Negro group, ifluencing and limitingy the communication possﬂnlmcs
in school ... .” (M. Deutsch 1967, p. 365). However the suggestion that
dinlect diﬂ'«-rcnc'n may he responsible for the consistently lower auditory
discrimination performance of Blacks and lower SES groups is never
thought through to its lnglc.ll cnnclusmn, namely that the so-called “deficit”

in auditory (hscrlmmnlmn may be a mirage created by a mlsun(lnrstnndmg :

of the task involved in the auditory discrimination test.

* The instrument most widely used in the testing of auditory discrimina-
tion is the Wepman test, In the mgnual “of directions, the author assures

that “cvery possiblc match of plhonemes used in I‘n;: ish was made jin -

phonetic calcgoncs" (Wepman l‘)n‘%) The test is, in fact, based on hmlrr
the pupil recognize the differences in a sevies of so-called minimal paivs
(words differentintgd by ouly one phoueme) of stindard English, e,
leg/led; dim/din; *‘

whether a pair like dzm/fhn is made up of identical or different items looks
(lcceptlvcly simple. 1t is wot: The entire pmblo!n of how spccch sounds are

“pereeived is complex and subject’ to continuouis and largely unresolved de-

bate (c.g., see Lane 1906, Liherman, Coopery Shankweiler and Studdert- .
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Kenaned'y 1_96b7; Studdert-Kennedy," Libcrman, Harris and Cooper 1970).
Why is it, for instance, that we perceive the identical words uttered by

- different, individuals as’ the “same,” -in spite of the fact that they are

spoken by different voices? Why do we recognize casily the underlying
“sameness” of dialectally different pronunciation of the samné word? To .
discuss the complex problems of perception of speech sound goes beyond the
scope of this article, It will suffice to point out that the decision of whether
two ufferances are the samc or different is a complex and ambiguous task.
It involves' at lcast the followin steps: (1) The utterances have-.to.be. -
heard. (2) They must be “perceived,” in other words they are identified so.
that they can be retained in auditory memory. (3) They must be stored in a
short term an(litor;' niemory, so that they ean be comnpared. {(4) Finally a

" decision must be inade as to whether they belong to the same or to different

categories. In other words, what is invelved in each item of the auditory
discrimination’ test is hearing, perception, auditory inemory, categorization.

That performance:in anditery discriniination tests is influenced by the
native language of the subjects has been known to linguists for quite some
time (Polivanov 1931-34). In the words of Sapon and Carroll, “The proba-
bility of perception of a given sonund in a given environment is related to

", the language of the listencr . . .” “where errors in perception. occur, the -

direction and magnitude of many crrors are systematically related to the
language spoken by the listener .. .» (Sapon and Carroll 1955, pp. 67-68).
This statement does; not make it clear, however, just what the “error in
perception” consists in. What scems most likely is that errors in perception
caused by native language backgromids ave simply errors in categorization.

To give a simple example: English has two i-phonemes;. /i/ as in beat
and /1/as in bit. If a speaker of English is asked whether or not beat and
bit are the same, he will.quitc naturally respond that they are not. Spanish,
however, has only one i-phoneme. Whén asked whether Fnglish beat or bit
are the same. speakers of Spanish will often give an affirmative’ answer.
Those speakers_of Spabish ave then said tp be unable to “discriminate” be-
tween /i/ and /1/, or to have diffieculty in “hearing” the’ difference be-
tween /i/ and ,/1/. But to say that they have difficulty in “hearing”
amounts to a rather loose or al least very fignrative use of language. Ob-
vionsly there is no reason to assume that speakers of Spanish “hear” hny
worse than speakers of English (in other words are more likely to have
defective hearing). Nor is there any reason to suspect that their failure to
discriminate bhetween /i/ and /1/ has anything to do with a lesser auditory,

“memory span. Speakers of Spanish “hear” and “discriminate” (in the
strict sense of the term)-just as well as speakers of Faglish, but theiv
native language .has exposed them to years of praetice in neglecting all
differences between gounds in the [i-1], range and in classifying all of them
in the same category. The result is, of courso[ that a speaker of Spanish
may hear a pair of wards like.bit/beat classif§ the /1/ of bit in the same
category as the. /i/ of beat—and then pronownce beat and bit alike. It is
for this reason that foreign language teachefs have been using so-called
auditery discvimination exercises as part of prpnunciation training. In other
words, speakers of Spanish must be taught to differentiate /i/ and,/1/—
this means to assign them to different. categories—before they can léarn to
pronounce them correctly as different sounds. . ) -

In view of the fact that in foreign laugnage training, the influence of
the native language has for some time heen accepted as an important factor
influencing the categorization of speech. sonnds, it seems ratler astonishing
that much of the literature dealing®with the: Disadvantaged continues to
{reat their auditery discrimination problems as rclated primarily to “hear-
ing,” “auditory memory span” or “faulty pevception.” The possibility that
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hearing, pereeption and auditery memory span may somchow be affected
adverscly by low socio-cconomic status (c.g., noisy slum environments) docs

" exist, of conrse, though it scems rather remote. By far the most plausible

explanation of the auditory discrimination deficit of the Disadvantaged is
simply that the categorizations (same vs. different) which are expected on

_the tésting instruments are those of standard English and simply do not
_correspond to the social dinleet of blacks and/or lower socio-economic

status groups. . .

That.the Fatamorgana of - the auditory discfimination deficit is simply
the result of different langnage backgrounds can be' demonstrated most
cagily with Mexican-Americans who actually speak Spanish at home and
whose Fnglish is heavily influenced by Spanish speech habits. In an ex-
periment recently conducted at the Stanford University Center in Research
and Development in Teaching, an auditory discrimination test was admin-
istered to u group of Mexican-Americans (presumably lower socio-cconomic
status) children and to monolingual Euglish control groups. The tests con-
sisted of pairs of nonsense syllubles. Pairs were cither alike .or differen-
tiated by only one sound, and the subjeets were asked to nuike the “same
or different” judgment. The test had three parts. Differences in Part 1 were

based on distinetions ntilized in- the French Plhionemie pattern (ec.g., a/3d, .

ve /&, v/u, ete.). Part 2 relicd on phonemic differences of English (1/i;
u/t, 9/a), and Part 3 in . distinctions used in Spamish (r/R; ‘-r-/-(’)-;
g-/gw-, cle.). On Part' 1 of the test, there was no difference in the per-
formance of the two groups. The ‘monolingual English speakers out-

. performed the Mexican-Americans in Part 2, The Mexican-Americans won

on Part 3 (Politzer and McMahon 1970). -

The phonological and grammatical features which differentiate lower
socio-economic status sdcial sdialeet in general and Black English from
stundard specch have been deseribed in various publications (e.g., McDavid
1967, Labov 1967). A bricf comparison of features of Black English with
standard English en which the Wepman test is based Jeads one to suspect*
that many speakers of Black dialects might cateporize the following pairs
which the Wepman test categorization assumes to be “diffcrent” as “same.”
Form I of the test: . )
Items: 4. leg/led, 13. threa'(l/s_hro.d, 17 /pat/pack, 18 dim/din, 25. clothe/
clove, 28. sheat/sheaf, 33. shoal /showl, 40. pin/pen.

Form II: ' .
Items: 12. gall/goal, 14. let/lick, 15. hu(l/l’mg, 20. - frot /threat, 22. bum/
bun, 23. lave/lathe, 36, wreath/reef. ’

It would be an interesting experiment to adminisier the Wepman test
or other anditory discrimination tests ‘to speakers of different socinl dia-
lects and to determine (1) whether groups speaking different- dialects per-
form differéntly on speeific test items and (2) whether these differences in

_ - performarice reflect differénces in the speeeh pattern of the groups. Espe-

cially elementary school teachers involved in the teaching of children speak-
ing non-standard dialects could then use auditory discrimination tests for be-
coming awarce of the specific language problemns of these children. (The
author had hoped to include in this arti¢le somne data concerning differential
auditory discriy inatigp performance of children coming from different lan- .
guage backgrounds as mecasurcd by the Wepmany, test. Unfortunately the

data could not he collected in time for inclusion N this article, hecause the
aathor was infdrmed thdt it scemed difficult to find an “adequate” siunple

of children froith Mexican-American or Black families in the school district
in which Ire inl}‘mdcd to colleet the data beeause a large pereentage of those
children uppeuted to suffer from speech and/ or hearing problems . . .).
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The difference in :mdiiory diserimination between Disadvantaged and

Non-disadvantaged tends to disappear as children progress through the
school (M. Deutsch 1967, p. 366). [t conld be only too tempting to interpret.

this fact in terms of retarded maturation on the part of the disadtantaged
group. What seems mere likely however is that eventually the inereased
contact with the standard dialeet teaches the non-standard speaker just
what categorization he is suppesed to be making. By the time he learns to

make these categorizations the hayrm «aused by not diagnosing the dis-
. erimipation problem in the carly grades has already been done. :

The auditbry discrimination problem is only a small but very ‘concrete
instance in which the language “deficit’ of the disadvantaged turns out to

be a simple “difference.” Whether the disadvantage consists in a “deficit” or
~ a “difference” scems, at first, relatively unimportant. Thus both W. Labov

(who considers the phenomena discussed here as difference) and Cynthia ‘P.
Deutsch who speaks nbout auditory discrimination deficits come to similar
pedagogical conclusions: “A certain amount of attention given to percep:
tion training in the first few years of school may be extremely helpful in
teaching children to hear and make standard English distinctions” (Labov
1967, p. 25). “It would be possible for children with such ‘deficiencies” (in
auditory discrimination)—*or immaturities—to fall far behind in many
respects of their school work and thus be nnable to catch-up even when
the deficiency is overeome. This could, of course, nnderline the importance
of training in auditory discrimination early in tte school career” (C. P.
Deutsch 1967, p, 276). However, therce are practical differences between the
results of a “difference” and a “deficit” approach. First of all, the differ-
ence appreach enables us to distinguish clearly the arcas in which auditory

" discriminatiron problems exist from those in which no such prohlems are

present. It n:akes it possible to focus instruction more intelligently and
cconomically. The c¢lear-cut awareness that we are denling with a difference
znd no! a deficit may also Tead us to the conclusion that we should simply
not expect certain- anditory discriminations from students not speaking
standard dialect and, that we should aeeept certain pronunciation mergers
in their speech. Perhaps most important however is the difference of atti-
tude implied in the difference between the twoe approaches. “Deficit” puts the
blaune on one party——‘difference” implies no such judgment. It takes two to
make a “difference.” Martin Deutseh says that it is one of the goals of
cdueation “to program stimulation in increasingly. less amorplous ways
and with methods that ave approximate to basic learning capabilities, so as
to vitinte the effecets of unfavorable cnvironments” (M. Deutseh 1967,
P.369). The differcuce approaeh recognizes the possibility that unfaveruble
environments may also be created by the school, !
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‘SOME PRQBLEMS IN STUDYING NEGRO/WHITE SPEECH DIFFERENCES

Roger WXShuy

In a recent caricature of. tha relationship of':,mthropologists to the [

American Indians whom they study, Vifie Deloria, Jr. in his new book
Custor Died for Your Sins, rather huingtously but accurately portrays the
annual, summer ritual of the scholax}
west.! Exactly when the ritual began remains a mystery but Deloria feels
that Indians are certain that all ancient societies of the Near East had
_ anthropologists at oene time because those societies are all now defunct. Of
~ greater concexh, however, is the author’s conviction-that the essential mes-

- IIBVinc Deloria. Jr. “Custer Died for Your Sins,” Playboy. (August. 1969). pp. 181-182.
72.176. . Lo .

Dr. Roger W, Shuy iz at present Director of the Sociolinguistiecs Pro-
‘gram at the Canter for Applied Linguistics in Washington, I).C. He is
also directing the Sociolinguistics Program at Georgetown University.
Prior to these positions, Dr. Shuy served as Associate Professor of
English and Linguistics at Michi&/an State University. He has-been a
recipient of several grants awarded by Federal and private agencies.
He 18 the author of publications on regional and social dialectology and
has published 1idely in linguistics, education and specch journals.
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sage of all these observations, reports, und books on the Auoriea] Indian’
says the same thing year after year and the say it in a pildly offéhsi
slogancering way. . . . Indiaus are a folk people, whitds are an urban
people, . . . indians are betwecn twe cultures, Indians aip bicultural, In-
dians have lost €heir identity, .. . Indians are warriors.” (p. 132).

It is not our purpose lhicre to pursue further Delorin’s thesis about his
fellow American Iidians, but rather to use it as a point of departure- for
exantining our own approaches to the study of minority groups in the field
of language, social dialects in particular. \

The Unfulfilled Promises of Research

Of course il as hardly appropriate for linguists to look down on utho.;'
disciplines in matters which involve the study of people. If we have not
been criticized adequately, it is probably enly from our lack of activity so
far. For example the serious study of the speech of economically and edu-
cationally disadvantaged Negroes has only just begun ape has - hardly
caunsed a stir in a werld pf race-velations which has ot ¥et fully con-

~eeived of language as part of the battle ground.

The purpose of this paper is to examine the developing relationship of

. linguistics to matters of current socinl concern, especially as it relates to.

the study of. minority groups. The September (1969) annual Yheetings of
the American Psychologieal Association (APA), the American Sociological
Association (ASA) and the Americad Political Science Association (APSA) -
may provide cousiderable weighty warning about the voad alead in the
study of sociad dialects in our countvy. Just as Deloria scored anthro-
pelogists for their alleged compilation of uscless knowledge for' kuowledge's
sake and for their heady but empty determination to preserve their own
species, so current research practices of the disciplines of psycholegy, so-
ciology and political science have been uncerimoniously attacked by their
own membership with statements like the following one made by Robert L.
Green, co-chairman of the Asscciation of Black ‘Psychologists: who observes
that the black community has served as a research colony for white psy-
cholorrists aml white sociologists.2 Likewise, in his presidential address-at
the ASPA, David Easten proclaimed:. “A new revolutioy is underway in
political science. Its battle cries are relcvance and action. Its objects of
criticisin are the discipline, the professions and the universities.”

From the unrest apparent in: the disciplines of psycholezy, sociclogy i
political science, and from certain feedback from the as yet limited re-
search done by linguists in minority group speech, two problems have
emerged for which solutions must be immediately devised:

1. Should the speech of minerity groups he studied at all?

+ 2. If, justification is found for studying such speech, what should be re-
quired of it? : - . .

The most ardent detractovs from the study of social dinlects seem
divided on both issues. There may be some, for example, who argue that it
is pointless to du research on non-standard speech. They may regard it as
unattractive and of little value and argue that researchers might hetter

.spend their time on studying morc-useful things. But such an argument

can be rejected from the p;jrspecti\'c of almost any discipline. Non-standard
speech is interesting psycliologically, authropologically, historically, lingnis-
tically and, most certainly, pedagogically. More: important, these and other
disciplines can provide helpful assistance to speakers. of such dialects if the

3 Robeﬂ'. ‘1., Green,-in Washington Evening Star (Schtember 3, 1969).' p A 22,
% Newsweek. September 15, 1969, p. 42, o
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. researchers were not always ready
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.

researcherscan free themselves from their enchantnient with basic researcht

. and move along to prictical matteys as well. The latter may be the most
convincigg of all, since it is virt ally ‘impossible to plot an educational

" strategy knowing only the desited end results. One must. certainly also
* know-the learne+'s beginning points .

The Rescarcher vs. the Rescarched , .
In recent months we have heird further criticisin of the study of non-

standard speech. These cries are made from quite defensible grounds and ;
-with convincing logic.- They go somcthing Tlike this: “Why single us out for
research? Why not study some oth'ﬁer groups of people?” Unfortunately,

vith acceptable ‘answers to these ques-
tions and, no matter how well n’loti\‘ated they really were, their responses
casily could be taken as, at best, patronizing and, at worst, discrimihatory.
Thus unthinking answers such as “We are studying you beciuse you have

such a great problem™ or “We are studying you because you are so inter-.
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asting fron the view point of my discipline” lead only to what Desnmond - -

Morris might call “The Human Zoo syndrome.” Subjects may be thought

of as freaks or, at lcast, as peculiar, Even our scholarly use of the designa-*

tors, informants, subjcels, populations, ete. smack of a cold impersonality
with which no lay reader could he expected .to sympathize. Deloria’s com-
plaint undoubtedly will be answeved, to some extent, by antlwopologists
who are probably not as badly motivated as he makes them out to be but
who are also not as conscionable as they themselves think they are. Deloria
rightly attacks the useless knowledge for knowledge's sake and concludes,

-awhy should tribes have to compete with scholars: for furids when their-

scholarly productions are so useless and irrelevant to life?” (p. 174) °

The Dangér of Knowing . . )

This attack, namely, that rescarchers stop far short of providing in-
formation which can be trauslated into a useful program to help alleviite
the problem they are supposcdly studying, is a serious one. In fact, Deloria
observes, the basic research data, unless seen in light of concreté action,
e contribute serjously to the demisc of a minority group. Thus the
anthropologist’s explanation that the Indian’s dilenuna at being between two
worlds leads him to excuse his excessive drirﬁ(ing on the grounds that.he
dues it because hais in a dilemma between two worlds. Or, in another set-
ting, Daniel P. Moyninan's observation - that ghetto Negre families suffer
from being female dominated ean provide “the ghetto Negro nale all the
excuse he necds to shirk his family responsibilities. The danger, of course,
is not.in these facts by themselves' (assumning that they are accurate), but
in seeing these facts in isolation rather than as part of a larger contindum.

For those of you who have heen ‘wondering whether or not I was ever
froing to get to the topic implied by the title of this paper, let wme now
hegin to put you at easc. In order to, study differences between the speech
nsed by any two groups of people, it is necessary to'"hétve done constderable
thinking about what the knowledge of this comparison will do for the

people being studied as well s for the fields of scholarship involved, The
_people whose spcech is. being’ studied, however, care very little about hoyw
“well linguists can soive linguistic problems involving language change,

ordered rules or the discovery of underlying forms. They care not a whit
about how -well language features can be used as a measure of social
stratification or *to determine historical influences, linguistic assimilation
or variable rules. Any research project whiclt proposes to use minority
group subjects today tpust fuliy realize that the days of the rtspousive
informant are growing nunibered. He wants to know why we are doiligg what

we are doing and what it all leads td. The linguist involved in such projects

APRIL, 1971 - I /{ 181

e




ERIC

Aruitoxt provided by Eic:

“«

T

can-no longer aim only at a scholarly jou’rnnl to his research, even though

- his professional status argues that he should. He .must worry, at every

stage of his research, about the ultimate end product. In short, the |node}n
situation argues for research projects with broad scopes, not narrow ones,
and for practical outcomes, not merely theoretical ones.

Easy-Believism '

Recent tinies have ‘witnessed n number of educntlonal easy-believisms

all which have-come short of ihe glory of success.-Recent reports of the-
failure of Title I funds to accomplish what-they set oiit to do have pointed

out, much to our embarrassment, that benefit to the school’s problems;does
not’ hccrue from merely making large amounts of money available. In fact,
a recent report by economists at the First National City Bank of N.Y

showed that there is little correlation between. improvemént in rending
skills in black schools and the amount of money poured into these class-

" rooms.4 The next easy-believism is likely to be that all we really need is a

lot more teachers or tutors, then children will learn to vead and write. It
his been suggested in fact, that a cadre of lay people can be used effectively
to teach literacy in this country (oddly enough,“it has never been” sug-
geste'd, to'my knowledge, that a large-cadre of liy people be formed to aid

" in the problems of dentistry or law). Of. course money is useful and no'

program can operale without wllhng and altruistic people but ‘this line of

thinking neglects a far more major problem —“What is the content of the
subject to be taught?” What this suggests is that the ‘exact reverse of the.

relevance principle so aptly advocated by Deloria ‘may also lead to mern-
inglessness to the minority group. To a certain extent, this principle under-
lies the Regional Educational Laboratory movement in this country. For
several years now such laboratories have concentrated heavily on convert-

ing vast amounts of basic research into viable classvoom prncl ces. The re-’

sults of their offorts: have not been earthshaking, despite every good mten-_

tion and, in some cascs, because of it. The dangers of plck|n€ up: aqxdther
man'’s rese.u'ch and .running with jt should be lmmedmtely a Y with-
out documentation, since the literature is now growing on thc S| t:)But

‘oral language materials for secondary students should uﬂ’er a plethofa of

examples. The New York City Board of Education, for exnmplo sed the
work of William Lnbov and Beryl Bailey as a base for constructing the
NCTE's: publication ‘Non-Standurd Dialects. In doing so, it managed to
misunderstand a great deal of what these excellent scholars hnvc 'wrltben.
Likewise, one of the better regional educational Iaboratories has been using
oral language materials ‘originally written for Spanish speakers with
Southern Negro children. Yet the ludicvousness of teaching black children
such things as the aspiration of their word initial voiceless stops should be
apparent-to.anyone, What I am saying.is that if researchers can be Scored
for not carrying their research to. practical ends, - likewise the prnctlcnl
people can be criticized for not doing the research: Both can be well mean-
ing and, to a limited extent, accurate, but neither sces the whole picture
that is beconung aff nbsolute requirement in our times. And we have been
led to"this nol by the insights ok our own disciplines, not by a sudden re-
discovery of Frantis Bacon’s-Renaissance Man who argued that “all knowl-
edge should be our province.” Instecad we have been led. to it by the very
people we are studyingz. They are telling us, “Don’t study me or niy speech
if*it won't help me. I've got enough problems as it-is and I don't-have time
for that kind of game-playing. If it will help me, show me how.” But
even then there is no guarantee that he will cooperate with us. And we

-

¢ Karl E. Mcyer, “Moncy sna School Cure-All Questioned,** 'l‘lle Wuhlnlton\l’ut. Tues- -

day, November 26, 1969. p.
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. can’t blame him if he refuses Our track record 'is far from clear. “The

. various disciplines that have been studying Negro speech in this country
have said enough damaging things already to produce an uncrossable gulf.

Early childhood educators have told him that he is non-wv erbal, that he has

defective hearing and that his language signals cognitive deﬁclts Speech

loglcal weakness.” English teachers have dismissed him .as inarticulate and
" ignorant of the most fundamental aspects of grammar and pronunciation.
Reading teachers have considered him illiterate. Psychologists havé observed
that he deviates from the preecrme(l norm. ngulsts have described his
speech in order to observe sound change, historical origins and underlymg

there any pomt to studying his speech in the first plnce?

-~
[}

Inadequate Research Design - -
We have briefly discussed the problems of .the researcher vs. the Te-
searched, the unfulfilled promises of research and thé dangers of knowing.
. R Other problems in studying Negro-whité speech differénces stem from the
misassessing of facts by scholars, a partial or incomplete knowledge of the
- facts, and an inadequate research design for uscc'rtammg these facts. It is
the latter problem to which I wish to address myself-in the remainder of

this paper.
Historically it has been difficult for linguists to observc the speech dif-
‘ferences between the races because their. bozls for, measurlng' social class

- were imperfect, often leading their results/astray. That is, Negxo-white
differences tend to be minimized in the upper middle classes but become

" . mlmmnzmg can be clearly observed from
e in guistic Factors in Speech Ideantification when, from stlmuh containing -as
little as 20 {o 30 seconds of continuous t'ane recorded speech,

-approximately 95%. This 'sort of information spems to make it quite clear
. that researchers must be very careful to-get u ather complete spectrum of
: . ) social class reprcsenmtlon of both races when'studying Negro-White speech

. differences. This is, of course, ‘casier said thap done. The” relatwely un-
. biased randdom sample which the Detroit Didlect Study carried out in that
. city in 1966 turned up a pepulation which {shqwed that only 16% of all

. Negroes are found in the upper half of the soci al status _Spectrum in con-

. trast to 40% of the white populntwn whlch is found in that category.
Likewise, at the lower end of the socio-econoimic spectrum, it is often diffi-
cult to. find whites who are as,poor as the poorest Negroes, especially in

) .Q,“Q b could accurately identify the race of the speakér in all but the upper middle
rg T e - -~ -—class stimuli® The taped speech of upper middle class Negroes was identi-
N o -7 . 'fied by race-accurately only 17.8% of the ﬁne by Negro listeners and only
o 8.2% of the time-by white listeners. Llsteneérs Judgod the racial identity of
% .' 3‘?, P ‘the taped voices of all- other classes, however, with an overall accuracy of
1_ CCANY Ly
1 .

the South. . : ;
. One thing we are warncd against, by facls such as these, is that it is
. dangerous to say anythmg about Negro-white spccch differences on the

basis of language data ‘evidence from.only the middle cluss* Negroes. Equally
dangerous, however, is the opposite of this situation. The early research
of the Urban Lauguage Study was carried out on
lation in Wnshmgton, ‘D. C. Considerable effort was made to aveid the bias
of dialectologists in their wide-meshed studies. Rather early in the research,
. . however, an ‘6bv10us questlon arose: Just how reprwcntatlve 1s\\the speech

.. : ’ - Roger W., Joan C. Baratz and Walter A. Wolfram, Soclolinzuia!\l): Factors In
R bp«-ech ldemiﬂcutlon. NlMll Project No MH 15048—01 Final Report,
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grammatical forms. Where do we begin to repair the damage? Or wad,

the C.A.L. research, Sociolin-'

listeners . °

relatlvcly smal] popu--

’. " people-have told him that he is deficient and suffering from a kind of patho-.

»

mcreasmgly evident as one moves down tlul social scale Evidence of this ,
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